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viii Diego Castellanos

Brief “Primer” On
Bilingual Instruction

The following simplified explanation is offered in an effort to
orient readers who are unfamiliar with the bilingual approach.

Definition

The definition of bilingual education can be as simple or as
complex as anyone warnts to make it. Essentially. the te.m means

instruction in two languages. However. as normally used in the-

United States, bilingual education is a method of instruction by
which students who are not proficient in the language of tne land
where they live (1) are taught all subject matter (the school's cur-
riculum) in their native language. and .t the same time (2) are
taught the language of the land (their adopted home) as a second
language.

Example

Suppose a group of students moves from Puerto Rico (where
the language of the land is Spanish) to New Jersey (where the
language is English). If they expect to make New Jersey their per-
manent home, it is important that they learn English to enable them
to compete academically. economically, socially. and politically in
their new environment. However, it takes some time (frcm several
months to several years—depending on many circumstances) for
people to become proficient in a second language. (Nou simply able
to hold uncomplicated social conversations, but to function, to
create. to debate, to compute, and to solve problems without the
handicap of a limited vocabulary and syntax.)

During the period of time that it takes to learn the new
language (which may average three years) the students could be
learning other subjects (such as math, science. and history) in their

native language (which they already know). Tuey do not have to -

postpone learning basic skills until they master English. (The bi-
lingual approach. of course, is used for speakers of any language.)

Rationale

In a bilingual program, students continue their basic educa-

tion while they learn English, so they do not fall behind academical-.

ly. When they are able to master English, they can be mainstreamed

-4

into the regular curriculum without having missed any of their

education. And they will have the advantage of being bilingual.
1N
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Transitional Model

The program just described wonld be called a transitional
model of bilingual instruction because it is used to help students
make a smooth transition from instruction in Spanish to instruc-
tion in English. This type of program terminates when the students
are transferred to the regular school program. Therefore. it is some-
times referred to as a “terminal” program.

Maintenance Model

If the school district were interested in maintaining the stu-
dents’ native language and culture, the district would continue to
provide bilingual instruction to them even after they show proficien-
cv in English. This model is known as maintenance bilingual in-
struction. '

One Way Approach

If the bitingual program:is intended only for students of limited

‘Lnglish proficiency (LEP). it is called a one way program because
“it serves Lo convert LEP students into bilingual students but it does

not affect the native English-speaking student population. In this
regard, bilingual instruction is used as a.remedial or compensatory
program. N

3

Two Way Approach

However. bilingual education need not be limited to students
who need to learn English. While Puerto Rican students learn Eng-
lish as a second language and study about U.S. history and cuiture,
Anglo-American students could be learning Spanish (as a foreign
language) and studying the history and culture of Puerto Rico. Bi-
lingual education in this case serves as an enrichment program for
the Anglo children. Once the Anglo students become proficient in
Spanish. some simple subjects can be taught in that language.
(Their core subjects would still be taught in English. of course.) This
approach is known as a two way program because there are two
groups, cach learning the other’s language and culture. The result
is that both groups eventually beceme bilingual and able to function
in either culture,
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About the Author

Dicgo Castellanos was a straight A student in his native Puerto
Rico until his family migrated to New Jersey in the late 1940s. As
avoungster with a limited English proflclcncv attending U.S. Main-
land schools at a time when there were no special services for such
students, Castellanos personally lived through the "sink or swim”
experiences hie describes in this book. He was—for,a while—placed
in a class for the learning disabled.

Intense perserverance and “a few lucky breaks here and there”
{his words) helped hinr overcome not nnly the language barrier but
other handicaps faced by his generation of Latinos and to emerge
as a respected member of his community and of his profession. He
has received numerous awards for service to his communi-
ty—including a Presidential commendation, the Jaycee's Dis-
tinguished Service Award to the “outstanding voung man of the
vear.” and many others. He is quick and eamest, however, to caution
readers not to misinterpret the exceptional achievements of a few
tortunate individuals as supportive of the notion that linguistic
minorities collectively have fared all right in American schools.

Dr. Castellanos has been involved in bilingual education since
the enactment of the Federal Bilingual Education Act in 1968 and
served as State Director of Bilingual Education in the New Jersey
Department of Education from 1970 to 1975, during which time he
was instrumental in drafting legislation to mandate bilingual in-
struction in New Jersey. After that law went into effect. Castellanos
transferred to the Department's Office of Equal Educational Op-
pertunity, where he directs three desegregation projects funded by
the 1964 Civil Rights Act: Having worked in both helds—bl}mg,ual
education and school desegregation—he is very sensitive to the
apparent incongruencies between these two strategies. He has in-
troduced the concept of tri-ethnic desegregation in New Jegsey
schools.

Castellanos has taught graduate courses on foundations of

_bilingual education in New Jersey state colleges and he was part of

an early seventies international bilingual project. which looked at
blhng,udl instruction in European countries.

He has authored or co-authored several other publications, in-
cluding Pucrto Ricans on the United States Mainland and Teach-
ing Ethnic Studies: Concepts and Strategies. He also wrote The
Hispanic Experience in New Jersey Schools and Is Bilingual
Education Failing in New Jersey? (his inaster's thesis for Montclair
State College) in 1973. His 1979 doctoral dissertation {at Fairleigh
Dickinson University) dealt with the history of bilingual education
irn New Jersev. As a former journalist, his credits for newspaper and
magazine articles are far too numerous to list.

Those in the tri-state Delaware Valley area are likely to
recognize Diego Castellanos as the host of Puerto Rican Panorama,
a television series seen weekly on the Philadelphia ABC affiliate
station since 1970. He also serves on ihe National Bilingual Advisory
Board of the Children's Television Workshop. the producers of
Sesame Street.

| 12
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Preface

STARTED OUT (o write the history of bilingual education in the
I United States and discovered in the process that the history of

bilingual education was the histery of the United States. That
paraphrase of an Oscar Handlin quote (from his book. The Up-
rooted) sums up the manner in which this book evolved.

It is 2 matter of demographic record that more than fifty million
immigrants' from around the globe have enriched the U.S. popu-
lation since the birth of the nation. It is a matter of historical reality
that many thousands came from dozens of countries during what
could be poetically called the nation's “period of gestation.”? Thus
the United States was born as a multicultural polyglot and con-
tinues to this day to be a microcosm of the world.

Perhaps because of this phenomenon. the nation’s “founding
fathers™ deemed it necessary to enforce a strict single-language pol-
icy. lest the linguistic diversity would lead to another Tower of Babel.
Although one can easily see the logic in this, it may have made more
sense i the individual immigrant languages had been retained by
those who spoke them—and passed on to their offspring—while at
the same time they acquired the unifying lingua franca. Thus all
individuals would have been bilingual, speaking both English (as
a language of wider communication) and their respective mother
tonguces.

This retrospective observation essentially reflects the rationale
behind bilingualism today: that the shortcomings of the past not
be recveled and. thus. perpetuated. Spanish philosopher George
Santavana put it succinetly: “Those who cannot remember the past
are condemned to repeat it.” ‘

The purpose of this book is to provide a historical perspective
for the study of bilingual education in the United States. No specific
conclusion is drawn by the author: none was intended. The objective
was basically to chronicle and group together under one cover the
most significant events, forces. and other factors that led to the
bilingual education controversy of the 1970s. shape the bilingual
philosophy today. and have implications for the future of the move-
ment. I the sensitivity derived from understanding these dynamics
Jeads to an open-minded examination of the bilingual method-
ology—by both. its proponents and opponents—and if this in tum
leads to the formulation of educationally-sound programs for stu-
dents in the United States. this publication will have served its
purpose.

While no claim of a balanced view can honestly be made by the
author, who js an admitted supporter of bilingual instruction. an
cqually honest effort has been made to report data that is clearly
unfavorable to_the bilingual movement as well as to keep ceditorial
comments and advocacy rhetoric to a minimum in the interest of
accuracy.,

This is essentially a history book, not a reference book. manual.

~ or a “recipe” book. Thus the reader will not find all related items

neatly categorized on the same page or a listing of specific data per
se. Rather. an effort has been made to keep information flowing in

13
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a chronological perspective so as to dramatize the impact of the past
cevents upon the developing future.

For the sake of flow and” manageability, some generalizations
had to be made and some events deemed important by the reader
may have been omitted or treated inadequately. Interested persons
can, obviously, rescarch these specific data so as to satisty their
individual curiosity or need for a particular picce of information.
The reader should. in fact, check out all data before using it for
critical purposes. This is especially true of laws (which change with
the political winds) and of precedent-setting court decisions (which
are sometimes overturned). One of the most frustrating and-time-
consuming aspects encountered in the research for this project was
the myriad of contradictions found in the “body of knowledge.” The
literature is replete with erroneous data. and a great deal of import-
ant (or interesting) information had to be discarded because of
incredible discrepancies. Incidentally. if veterans of the bilingual
education arena find that none of the statements in this book are
freshly-minted. it would simply confirm that the narrative is a true
reflection of their own efforts over the years. Hopefully. the remi-
niscing will prove to be a valuable experience.

Many people assisted me in the preparation of this document
in a variety of ways. To acknowledge them all would probably occupy
the better portion of this publication and. worse, would place the
author in the untenable position of running the risk of inadvertent
omissions. Those who were consulted, provided input. or helped in
so many other ways to realize this project know they have my most
sincere appreciation.

Oue person. however, contributed enough time, effort. and sup-
port to this document as to rightfully deserve equal billing as a co-
author. Without the unselfish help of Pamela J. Leggio, a knowl-
edgeable bilingual educator in her own right. this book would have
never been published.

The author respectfully salutes the thousands of other bilingual
educators and advocates in the United States to whom this modest
effort is dedicated —to them and to the millions of bilingual and
limited English-proficient children in American schools. May they
be permitted to enjoy the best of two worlds.

DIEGO CASTELLANOS, Ed.D.

14



The Best of Two Worlds 1

1 A Polyglot Nation

to the brave, the strong, the curious, and the lucky—whatever

their national origin. social status. or motivation for coming
here. Willing pioneers came from Spain. France, England. and other
countries of the world. Scientific scholars believe the first Americans .
simply wandered in from Asia, crossing the Bering Strait from
Siberia to Alaska. Although these prehistoric nomads preceded the
Europeans by some fifty thousand years. they—the ancestors of the
“native” Americans—had been migrants nonetheless. It is believed
that at the time of the first European arrivals (the Spaniards) there
were more than a million natives living in (what is today) the con-
tiguous United States. :

They had spread out over their new continent and formed new
nations representing various language groups: Apache, Navajo, and
others in the southwestern deserts; the Kickapoo and others in
central prairies; the Cheyenne. Pawnee. Crow. and others in the
northern plains; the Comanche and others in the southern plains;
the Washo and others in the Great Basin; the Natchez, Arawak, and
others along the Gulf Coast: the Taino. Carib. and others in the
Caribbean Basin: the Chickasaw., Choctaw: Cherokee. Creek
Shawnee. and others in the southeastern woodlands; the Lenni
Lenape along the mideastern seaboard: the Mohegan, Ottawa,
Cavuga. Mohawk, Delaware, Seneca, and others in the northeastern
woodlands: and other nations or tribes in other parts of the coun-
try—all having their own peculiar rituals. culture. and language or
dialect. Prior to the arrival of the Europeans. more than five hundred
languages were spoken in North America.®

I N THE BEGINNING the Western Hemisphere offered its bounty

" THE SPANISH

The first part of (what is today) the United States to be settled
bv Europeans was Puerto Rico. The island was colonized by Juan
Ponce De Leon in 1508. fifteen years after it had been visited by
Christopher Columbus. After serving as Puerto Rico's first governor,
Ponce De Leon migrated toward the North American continent.
reaching its southern peninsula in 1513. He explored the area.
named it Florida. resettled there. and became its first governor. The
lands discovered by Ponce De Leén and Juan de Garay were given
in 1527 to Panfilo de Narvaez by the King of Spain.

Ponce De Leon was followed by Alonso de Pineda. who reached
the mouth of the Mississippi Riverin 15 lf.;l_’he Spanish established
: L 5
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a colony (which did not survive) in the Carolinas in 1526—sixty
vears betore Sir Walter Raleigh made a similar unsuccessful attempt.
Around 1529, when he was governor of Florida, Narvaez visited
Louisiana with Alvar Nunez Cabeza de Vaca. In 1536, Hernando
Cortés visited California and Cabeza de Vaca explored Texas. In
1539 Hernando De Soto. former governor of Cuba. landed in Florida,
and Francisco de Ulloa explored the California coast. The following
vear De Soto visited Georgia and Tennessee, Garcia Lopez de
Cardenas discovered the Grand Canyon of Colorado. Gen. Francisco
Vasquez de Coronado explored New Mexico and Kansas, and
Hernando Alarcon discovered the Colorado River. In 1541, De Soto
discovered the Mississippi River near Memphis. The following
yvear—twenty vears before French colonizers reached the New
World—Juan Rodriguez Cabrillo, a Portuguese. became the first
European to set foot on the Pacific Coast by the San Diego harbor.

The first permanent European settlement in this continent was
Spanish-speaking—St. Augustine—established in 1565 by Pedro
Menéndez de Aviles (later governor of Florida) on a site where French
Huguenots had failed two years earlier. (The colony remained
Spanish for more than two and a half centuries.) In 1566 the colony
of Santa Elena was founded at the site of todav's Parris Island
Marine Base in South Carolina. The settlement, which lasted 21
vears, had sixty houses and reached a population of four hundred.
It served as the capital of Spar:ish Florida.* In 1573 Pedro Marquez
discovered the Chesapeake Bay and in 1582—five years before the
first attempi to establish an English colony there (which failed)—
Antonio de Espejo explored (and named) New Mexico. Sixteen years
later Juan de Onate led four hundred soldiers and their cattle into
New Mexico and settled in the territory,

Spaniards held avirtual monopoly over the southern half of this
country for one entire century before the arrival of other Europeans.
They conducted extensive explorations. discovering and naming
many of our national landmarks. and spreading the gospel among .
the natives, Jesuits accompanying these pionecers used the
autochthonous dialects of Florida. as well as Spanish. to teach
Christianity to the natives. A similar bilingual approach was used
by Franciscan missionaries in the Southwest and by Dominicans
elsewhere.

Spain’s domain on the Western Hemisphere between the early
sixteenth and nineteenth centuries extended southward to include
Mexico. all of Central and South America (except Brazil) and most
of the Caribbean islands. Unlike the other Europeans who followed
them later, however, the Spanish as a whole seemed to have no
interest in settling in the North permanently. Rather. they seemecd
interested in evangelizing the natives or in exploiting the land's
natural riches and returning home wealthy. Also unlike the other
Europeans, Spanish conquerors were not likely to be accompanied
by their families. This factor proved to be not only a deterrent to
the establishment of permanent scttlements, but it conduced them
lo constant mating with native women, thus engendering gener-
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atioris of racially-mixed offspring,

It scemed possible during the sixteenth century that Spanish
would become not only the language of the Western Hemisphere but
of the entire world. That possibility was terminated by the defeat
of the Spanish Armada by the British in 1588 as well as further
Spanish defeats by the French. who in the mid-seventeenth century
became the leading power in Europe.

THE COLONIAL PERIOD

The French came to the New World in 1534 and by the end
of the sixteenth century France had established colonies in the St.
Lawrence Valley. the region around Lake Superior, and the northern
part of the Ohio Valley. In 1605. they settled Acadia. off the coast
of Canada. Not until 1607—115 years after Columbus’ first voy-
age—did the first permanent English colony in the New World ap-
pear in Jamestown. Virginia. A dozen years later West Alfricans were
brought to Jamestown as indentured servants.

In 1620, another permanent colony was founded in Plymouth,
Massachusetts by a group of pilgrims. These early settlers were
determined to forge an ideal new nation—a refuge of freedom. jus-
tice. tolerance. and equality—for themselves. They were not willing,
it turned out. to extend these same franchises to others: not even
to those who were here before them. least of all to those who were
brought here against their will. Those who disagreed with Puritan
beliefs and practices. for example, were persecuted or banished from
their colonies. Witch hunts often resulted in executions without
trials. The seeds of intolerance and discrimination. it appears, were
simply transplanted to—and evidently took root in—the New World.

The first group of permanent Dutch settlers came to “New
Netherlands™ (New York) in 1624, when their country was still under
Spanish rule. Two years later Peter Minuit purchased Manhattan
Island from the Natives. Spanish-Portuguese Jews (the Sephardim)
arrived around the mid-seventeenth century. Meanwhile, Huguenots
were settling in Charleston. South Carolina.

Minuit brought a shipload of Finns and Swedes to the Dela-
ware River Valley in 1638. In 1682 William Penn, a Quaker. came
to the Delaware Valley and in October of the following year, the ship
Concord brought thirteen Quaker and Mennonite families from the
German town of Krefeld to Philadelphia. Led by Fritz Daniel
Pastorius. a thirty-year-old lawyer from Franconia, they founded the
community of Germantown.

The Spaniards were settling the southern portion of the North
American continent (as well as Central and South America). so these
territories were becoming known as Latin America because Spanish
(a Latin language) was spoken there. The northern region of North
America had become essentially Franco American because it was
occupied by the French. (This is the region thaf eventually became
Canada.)

The area between Franco and Latin America was being dotted
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with groups from nations who spoke different languages. professed
different forms ot worship, and practiced different lifestyles. How-
ever. it became obvious very carly that the British would be the

“dominant nationality and that English would be the predominant

kanguage in this central portion of North America (destined to be-
come the United States). This carly Anglo American matrix prevailed
to the extent that immigrants from other national origins were
compelled to conform to it

Because of the many nationalities represented in Anglo Ameri-
ca. as well as the many Indian nations that existed here, knowledge
of two or more languages_became a decided advantage for trading,
scouting, teaching, and spreading the gospel. as well as for
diplomacy. Anthony Sadowski. a Pole who came to America in the
first decade of the cighteenth century. became one of many inter-
preters of Indian languages. Linguists performed other essential
functions as some schools, churches. and other institutions offered
bhilingual services. The Protestant missionary schools established by
these northwestern European settlers to “introduce Indians to civ-
itization and Christianity” were—of necessity—also bilingual.

While the efforts of missionaries to maintain the native tongue
of the aborigenes were not encouraged, they were tolerated by the
powers-that be, who would not openly interfere with Church affairs.
A notable exception to this leniency was made in the case of West
African slaves. whose languages at the time of their arrival:here were
so brutally suppressed that none survived. Evidently. since the Black,
slaves were considered less than human, denying them their
tanguages and culture gave no offense to Christian ethics.?

The idea of importing Africans for the purpose of slavery had
been suggested in 1517 by Fr. Bartolomé de las Casas, who had
witnessed this practice while in Santo Domingo. The priest made
the suggestion in an effort to spare the Indians from slavery. for
prolonged exposure to Europeans scemed hazardous to the Natives,
who had not vet developed immunity to the discases brought over
from Europe. Apparently, it was believed that Africans, who hailed
from the Eastern lHemisphere, would be immune to Old World ill-
Hesses. Another deterrent to the enslavement of Indians was the fact
that they had just been declared “descendants of Adam and Eve”
by Pope Julius [T in 1512, (Presumably, Blacks were still nonentities.)
Although Fr. de las Casas immediately regretted having suggested
it. the idea caught on and was implemented by the British one
hundred vears later with the assistance of Portuguese navigators.®
More than 200.000 Africans were brought to America as slaves
during the cighteenth century.

It is important to know. however, that Blacks were not the only
uniree seivants during the Colonial Period. Many Europeans paid
the cost of passage to America for themselves and their families by
legally binding themselves to servitude. Others camc to perform
forced Tabor as an alternative to serving jail terms for crimes com-
mitted in England. Some families sold their children as servants.
Of course, these agrcemenis were made voluntarily and the period
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of indenture usually lasted only seven years or, in the case of con-
victs, for the remainder of their sentences, after which they were free.
Blacks. on the other hand. served for life and passed on the legacy
of slavery to their children.

Immigrants from almost every northern and western European
nation continued to arrive in the Americas during the seventeenth
century. The immigration traffic was so diverse that eighieen dif-
ferent languages were being spoken by people of twenty different
nationalities—including Portuguese Jews—in New Netherland
(Manhattan Island) in 1664 when it was captured from the Dutch
Dby the English.” People from these nations continued to immigrate -
for the next two centuries and to alter the environment to suit their
needs—much to the dismay of the native inhabitants of the land.

By 1763 England had succeeded in gaining total control over
Franco America. thus ending a hundred years of French sovereignty
in that area. This conquest began the process of Anglicizing the land
that was to become Canada. Thus British expansion had now ex-
tended Anglo America to include the northern .»s well as the central
region of North America. (The southern region of the continent,
however. was still occupied by Latins—essentially Mexicans ruled by
Spain.)

In the mid-eighteenth century, the British rulers of Nova Scotia
expelled four thousand Acadians when they refused to pledge their
lovalty to the British Empire. The outcasts ended up years later
among their own compatriots at the mouth of the Mississippi River
in Louisiana, where their descendants became known as the Cajuns.
They settled in the bayou country of the Mississippi Delta and
retained French as their primary language.

Around 1719 Scotch-Irish were coming to New York. New Jer-
sev. and Pennsylvania (where they constituted one-fourth of the
population). In 1736 Moravians came to Georgia and eventually re-
migrated to Pennsylvania. By the mid-eighteenth century, the
Quakers constituted one-fifth of the population of Pennsylvania.

A great deal of conflict—having little to do with their linguistic
differences—generated among the various nationalities occupying
the New World. The Scotch-trish, who seemed more inclined toward
belligerence, and the Quakers, who were devoted to nonviolence,
disagreed, for example. on issues such as Indian relations. The
Scoteh-Irish philosophy regarding all Indians as enemies extended
even to Christianized Natives, such as the Moravian Indians (who
had been converted by the Germans).

THE GERMANS

It was around this time that the Germans, the most important
group in the carly history of bilingual education. were coming to
Anglo America. Germans followed the mountain valleys that led
them southward into the back country of Maryland, Virginia, and
_the Carolinas. By the mid-eighteenth gen;ur)ltyy.had settled north
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to the Mohawk Valley in New York and east to the New England
colonies.

They settled in the relatively unpopulated frontier arcas of the
country where thev were generally unnoticed. although they were
in the majority. This gave them a political and social advantage not
available to other groups at that time. In these farming districts. the
Germans initially had no teachers at their disposal who were fa-
miliar with English, but there was little need for a command of
English* for cither communicating with each other. raising their
livestock. or harvesting their crops.” But the Germans had a keen
interest in education as the vehicle of social mobility: it represented
the means by which the ehild could elimb higher thar: the parent.'?

Their high regard for education, a strong desire to perpetuate
their culture in the new land, and the relative unimportance of
English in their carly settlements—combined with the fact that they
were unimpressed with Anglo American schooling—led the Ger-
mans to establish their own private parochial schools to inculcate
the brand of education they had known in Germany and to preserve
their language (the medium through which culture is transmitted)
and ethnic traditions for their offspring!!

Something negative about their homeland (politics, economics.
or whatever), coupled with faith in the potential of the New World
for a better life, had prompted these people to emigrate. It would have
been utterly simplistic, however. to believe that absolutely nothing
from their old country was worth preserving in their new environ-
ment. By retaining those positive traits that had survived their long
history. while being able to take advantage of the opportunities
afforded by their adopted land. these immigrants were hoping to
enjoy the best of two worlds—a rather reasonable expectation. More
importantly., by bringing not docile minds. but centuries of ex-
perience in farming, architecture. arts. and science—::5 well as gen-
erations of cultural traditions, languages, and other venerable
vidues—they were contributing immensely to the enrichment of
their new fand. so that all Americans would be the beneficiaries of
the best of all worlds. That was the original ideal. The reality was
different. An epidemic of ethnocentrism made it painfully difficult
(o reach consensus over what aspects of heritage could be salvaged
and nurtured. We know today that languages other than English
were not among the cultural manifestations allowed to survive in
the new country., -

In 1753. Benjamin Franklin feared that Germans would “en-
danger the preservation of our language unless English schools were
established."'? A systematic aftempt to introduce English schools
into the German-speaking areas of Pennsylvania was made by the
London-based Society for the Propagation of Christian Knowledge.
which. maintained a number of bilingual schools among the Ger-
mans in Anglo America. The effort failed when local Germans be-
came aware that the plan was ethnolingual in its aims—not re-
ligious, as the name of the socicty implied.'?

Yel, remarkable privileges were granted to Germans in yenn-
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svlvania during the cighteenth century, especially in the field of
}n;_,hu education. In 1741, the year after the University of Penn-
sylvania was founded, a chair of German was established there,
which developed into a German school nine years later. Franklin and
Marshall College in Lancaster was initially chartered as a biiingual
interdenominational academy in 1787.

THE REVOLUTIONARY PERIOD

Germans constituted the most predominant non-English-
speaking group during the Anglo American Revolutionary Period.
There were approximately a quarter million Germans in the Col-
onies. Although they were distributed more uniformly throughout
Anglo America than any other immigrant stock—and have tended
to assimilate and Americanize since then—one-third of the nation’s
_German population during the Revolution resided in Pennsylvania.
There were smaller but significant German enclaves in each of the
other twelve colonies as well as along the Mississippi River Valley
and the Northwest Territory (including lowa, Wisconsin, Alabama,
Missouri, Louisiana. and Ohio).

Somie of the other ethnic minorities in the United States at the
time of its independence included large settlements of Scotch-Irish
on the frontier {Virginia. Pennsylvania, and the Carolinas): Irish
below the Mason-Dixon line: Scottish in North Carolina, New York,
and Georgia: Dutch in Manhattan, Staten. and Long Islands. as well
as along the banks of the Hudson River and on the coastlines of
New Jersey and Connecticut: French in Maine and Charleston:
Huguenots in Manhattan: French Catholics in Louisiana; Swedes
in the Delaware Valley (Delaware. southeastern Pennsylvania,
southern New Jersey and northern Maryland); Jews in Manhattan;
small Jewish groups from Spain and Portugal in Rhode Island:
Danes in New York: and Welsh in New £ngland and Pennsylvania.
The demographic registers circa 1776 officially listed the country’s
White population as 61 percent English. ten percent Irish (mostly
from Ulster). nine percent German. eight percent Scottish. three
percent Dutch. two percent French. one percent Swedish. and six
percent other.!'

Twenty percent of the total popu]allon of Ang]o America was
believed to be Black, most of whom lived in the South. There were,
of course. many American Indian groups. some of whom had sys-
tems ol government similar to those of the White establishment. The
headquarters of Six Nations. a confederation of Iroquois Ind:an
tribes. was located ten miles north of present-day Albany. where the
Hudson and Mohawk rivers join. Some Native Americans we ‘e still
migrating {rom place to place—not always voluntarily. Many Creeks
escaping from Southern White raids were taking refuge—along with
runaway slaves—in the swamps of Spanish Florida. where treir
descendants became known as the Seminoles.

By 1741 the Russians were exploring and settling Alaska. Som=
43 vears later. the first permanent Russian colony in North America
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was established in Kodiak, the easternmost of the Aleutian Islands.
It is quite obvious that this nation was born multilingual and multi-
cultural, despite the equally indisputable fact that English was ac-
cepted as a lingua franca—although for a time even that was in
doubt.

There are some reports that a movement was afoot during the
Anglo American Revolution to replace English as the official
language of the new nation. This is not entirely inconceivable, for

" many of the new Americans were bitter enough to root out all ves-

tiges of British domination from the New World. Historians Zisagree
on what languages were offered as substitutes. German. Hebrew.
French, and Spanish have been mentioned most frequently.

German had the strongest appeal. for it resembled English
more than the others. was the language spoken by most people here
(other than English). could be easily learned by the Dutch. and was
spoken by the thirty thousand Hessian mercenaries hired by Eng-
land (five thousand of whom had deserted the British monarchy and
twelve thousand of whom were staying in America at the urging of
New Jersey and South Carolina). In any event. the Continental Con-
gress, convened in Philadelphia during the Revolution. is reported
to have chosen English over German as the official language of the
new republic by just one vote.

Another account names Hebrew as the proposed official
tongue. The rationale was that Hebrew was held in high regard as
the mother of all languages. the key to the scriptures. and the cor-
nerstone of a liberal education. After all. the colonists had named
several of their towns after those cited in the Bible—Salem and
Bethlehem—and some of their children were named after biblical
figures. So, the story goes. séveral members of the new Congress
reportedly urged that English be banned altogether and replaced by
Hebrew. Though the idea never caught on, Hebrew remained a re-
spected language and a required course at many major American
universitics well into the nineteenth century. (Annual commence-
ment addresses, incidentally, at Harvard were delivered in Hebrew
until 1817. And Yale required freshmen to take Hebrew, as did many
lower schools)'?

THE NEW NATION

Just months alter the Revolution was won, in 1782, French-
American writer Michel-Guillaume-Jean de Crévecoeur said of his

adopted land: “Individuals of all nations are melted into a new race

of men.” This was probably the beginning ef the mnelting pot ideal
which was to become a dominant philosophy in America's history.
Toward this end. English came to assume a greater importance.
although non-English classes continued in many schools founded
by immigrants.

In some schools English was taught as the main language while
the native language was offered as a school subject and used for part
cf the instruction. The languages most frequently taught were Ger-
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- man, Dutch, Polish, and rench. (Spanish was used exclusively in
the Southwest, of course, but that arca was not yet part of the United -
States.) The use of the Dutch language had never been entirely lost
in the Middle Colonies. People not only conversed in Dutch but
sermons in the Dutch Reformed Church were preached in Dutch
up until the beg,mmng of the nineteenth century.

The nation’s early acceptance of the special needs of non-Eng-
lish-speaking minorities was evidenced by one of the acts of the
Continental Congress (1774-79). The Congress provided for the pub-
lication in German of a number of legislative documents and official
proclamations in order to make them accessible to the German-
speaking minority. In addition. Federal laws were printed in French
for the first time'in 1806. and the Federal government later man-
* dated that all laws applvmg to the Louisiana territory be printed in
both English and French.:é

During the eighteenth century the Lutheran and the Reformed
churches built a comprehensive private elementary school system.
which at times even received public funds. By the beginning of the
Revolutionary War. 78 Reformed and 40 Lutheran parochial schools
were thriving. The total number. in both denominations. increased
to 254 by 1800.'" These schools competed successfully with the
public schools despite the fact that German parents had to pay both
tuition fees and school taxes. As the number of Germans increased,
however, public schools began to adjust their programs to the needs
. of these children. Instruction in several districts in Pennsylvania,
Maryland. Virginia. the Carolinas. and Wisconsin was given in Ger-
man—often to the exclusion of English. In one district in Wisconsin,
one-third of the textbook funds were earmarked for German texts:
in others, school boards could hire only German-speaking teachers.
Even local district records were frequently kept in German.'®
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2 - The Beginning
| of Xenophobia

lution. By the last decade of the ninetetnth century, all immi-

gration to the new nation had ebbed. At that time, immi-
grants made up one-third of the total U.S. population of approx-
imately four million. In addition. an estimated 25.000 Spanish-
speaking people were living in the northern portion of Mexico. which
would later become the states of Arizona, California, New Mexico,
and Texas." During the thirty-year immigration hiatus. which
lasted untii the second decade of the nineteenth century, a series
of laws regulating the census, naturalization, aliens, and immigra-
tion were enacted by the new Congress. Noting country of origin as
well as numerical registry of newcomers, these acts enabled better
compilation of statistics of subsequent immigrants. They also
cnabled American citizens to exercise prerogatives of not only limi-
tation over the number of future immigrants but selectivity over
their nationalities as well. Some of these restrictions were generated
by fears of radical refugees from the French Revolution,

The new laws were supported by the immigrants who were
already here, even by the recent arrivals and even when it meant
restricting further immigration from their own native countries,
The restrictive policies also enjoyed the support of the nation’s
founding fathers. George Washington, writing to John Adams in
1794, questioned the value of free immigration because immigrants
“retain the language. habits and principles (good or bad) which they
bring with them.” Thomas Jefferson also dreaded mass immigration
for fear that “the importation of foreigners” would lead to a sharing
of political puwer wherein they would infuse legislation with a
foreign spirit, warp and bias its directions, "and render it a hetero-
geneous. incoherent, distracted mass.” This was a puzzling state-
ment from a man who had displayed a great deal of interest in the
languages of these "foreigners.” In addition to Greek and Latin.
Jefferson knew French. Italian. Spanish. and German.?°

John Quincy Adams. another linguist, was even more blunt in
1818 when he wrote that if immigrants coming to the United States
“cannot accommodate themselves to the character, moral, political
and physical, of this country. with all its compensating balances of
good and evil, the Atlantic is always open to them to return to the
land of their nativity and their fathers."!

When full-force immigration resumed around 1820, the Irish

e

G ERMAN IMMIGRATION began to decrease after the Revo-
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constituted the greatest number of new arrivals while the Germans
continued as the largest non-English-speaking group immigrating,
Others coming included Jews. Scandinavians, Ukrainians. Hun-
parians, Finns, Greeks. Estonians. Lithuanians, and Czechs. Around
the time when Andrew Jackson was president. a group of exiles from
an unsuccessful uprising in Poland came to the United States.
Lought some land in Mlinois. and tried to establish a Polish colony.
The attempt failed and members of the group moved to Chicago and
became the nucleus of the Polish settlement in that city.*?

Immigration increased steadily for a hundred years after the
end of the Napoleonic wars. Aside from political upheavals (many
came to escape the draft), other factors pushing people to emigrate
included crop failures (and their concomitant famines and un-
employment) and overpopulation. Some of the factors that attracted
these immigrants to the United States included the vast amount of
space, the chance to start a new life, and invitations or recruitment
by Americans for needed workers. The voyage had been greatly sim-
plificd by the steamship line which had replaced the sailboat in the
transatlantic immigrant trade. reducing the hazards of the journey
and broadening the geographic origins from which one could em-
bark.?* Portuguese immigration, for example. began in 1830 as a
result of a contract between New Bedford, MA and Portugal to recruit
Azorcans as crewmen on whaling vessels.

THE MEXICANS

The borders of Hispanic territory in North America were defini-
tively fixed around 1820. when the Mexican revolution put an end
to-Spanish control there and the United States purchased Florida
from Spain. After Mexico's independence from Spain in 1821. the
Mexican government invited Anglo-Americans to Texas. hoping they
would transform into loyal Angle -Mexicans and help protect that
country against U.S. expansion.

To escape from the disadvantages of their Catholicism. many
Irish immigrants from New York and Philadelphia accepted Mexico’s
invitation and migrated to the Texas area. In 1831 they established
the settlement of San Patricio de Hibernia (St. Patrick of Ireland)
south of San Antonio and west of Corpus Christi. The community
thrived and. in fact, became the county seat.

Nonetheless, the vast majority of these as well as other immi-
grants {rom the United States. who outnumbered Mexicans six to
one, resisted Mexicanization, Despite their religious affinity with the
Mexicans. their racial and linguistic characteristics were much
more compatible with those of Anglo America. A few Irish immi-
grants did assimilate into the Mexican mainstream. One of
them—Miguel Barragan (Michael Berrigan)—became president of
Mexico in 1835.2¢ He served only until 1836, the same year Texas
seceded from Mexico. .

The United States annexed the Lone Star Republic as the State
of Texas in 1845, thus converting 25000 Mexicans into US.
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citizens.*s But citizenship did not dissolve the ethnocentrism that
existed on both sides. Texans who were not of Mexican stock, for
example. started to use the term "Anglo™ to differentiate themselves
from the Mexican-Americans. And the reluctance of Irish scttlers to
take up arms in defense of Texas during the Mexican-American War
in 1848 caused angry Mexicans to bum down the town of San
Patricio.

Without going anywhere, some ninety thousand Mexicans
found themselves in the United States after their country lost the
war of 1848. These and other Hispanics were becoming U.S. resi-
dents, not by following the traditional path of immigration, as Euro-
peans were doing, but by the circumstances of annexation.

The lands (hat the Spaniards had occupied in North America
and the Caribbean fell one by one to the United States during the
nineteenth century. The only region of North America that remained
Latin was southern Mexico. U.S. sovereignty, with its concomitant
English language and Anglo culture, predominated the rest of North
America—{rom Alaska (which had been purchased from Russia) to
the Gulf of Mexico and the Rio Grande. Before the end of the century.
the US. had expanded to include Puerto Rico, Hawaii. Guam. and
the Philippines. Bilingual instruction, which had continued to

" flourish in the Southwest right up to the time of the annexation

of that region, did survive the carly efforts to eliminate it—although
program implementation became sporadic at best.

U.S.-Hispanic relations were marked by mutual antagonism
from the beginning. The Anglo-American colonists shared in the
belief of a “black legend™ about Spain—which portrayed that coun-
try as a fanatical. bloodthirsty. and tyrannical power—and inherited
the sense of rivalry between Protestant Britain and Catholic Spain.2¢
That rivalry was extended to the New World with the added issues
ol boundaries. Indian relations. and navigation rights. In addition.

arly Spanish conquerors in Latin America and Spanish colonists

in the Antilles had mated with Indian women—and later with Black
slaves—with proverbial abandon. thus engendering generations of
half-breeds and mulattos. and incurring contempt from Anglo-
America. The Spanish-speaking, therefore. were not among those
selected for membership into the US. societal mainstream.

SELECTIVE ASSIMILATION

This is important since it appears that the initial acceptability
of ecach minority group in this country had been a bngmﬁcant factor
in how it was treated by the majority. Those who “qualified” had
been co-opted into the society: those who did not. had been clearly
excluded. As in any otlier organization. the chosen people had to
subscribe to certain terms. In the United States, these included
cultural conformity and linguistic assimilation with the dominant
society which by now, mmdental]y had assumed a monopoly over
the use cf the term "American.”

The sc hook were depended upon to resist the efforts of immi-
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grant proups to add their linguistic, cultural. and religious
dimensions to the national fabric. In the 1840s and 1850s. the new
conmon schools were wsed to assimilate minor linguistic and re-
ligious groups. Their usefulness for this purpose enabled the com-
mon school movement to take hold and spread rapidly beyond its
Massachusetts origins.

[t was important that these neweomers be "Americanized™ as.
supposedly, they constituted a threat to the nation’s democratic
ideals. Toward this end. they would be forced to adopt the English
tongue and. if possible. the Protestant religion. This assimilationist
endeavor became the principal activity of the public schools
throughout the last century and well into our own.?” Presumably.
diversity—especially in languages—was an insurmountable barrier
to national unity. ,

It is important to note. however, that the worst internal conflict
in the history of these United States, the Civil War. was fought along
lines that had nothing to do with language. Economic variations
and racial/ethnic chauvinisin were more likely to contribute to strife
than diverse. linguistic and cultural characteristics.

In 1845, writing in criticism of nativist bigots who resented
Catholics. Chinese. and Japanese, Ralph Waldo Emerson viewed
Amcrica as an “asylum-of all nations” where “the energy of I[rish,
Germans, Swedes, Poles, and Cossacks. and all the European
tribes—of the Africans. and of the Polynesians—will construct a new
race. a new religion, a new state. a new literature, which will be as
vigorous as the new Europe which came out of the smelting pot of
the Dark Ages..."?

ANTI-FOREIGNER SENTIMENTS

That a separatist policy was in effect for the undesirable immi-
grants was evident by (1) the founding of the American "Know
Nothing" Party. which excluded anyone not "native born” from hold-
ing political office: (2) misapplication of faulty theories about racially
inherent disapilities or tendencies. backed by distorted statistics:?
and (3) the debut of the hooded Ku Klux Klan society. The professed
rationale for these developments was national security. not econ-
omic competition—and certainly not overpopulation. For while
these anti-foreigner sentiments were manifested. immigration to
the United States was encouraged by, the passage of the Federal
Emigrant Contract Labor Act. which guaranteed twelve-month wage
contracts for immigrants. In fact. the increased flow of immigration
caused New York City. the principal port of entry.. to lease Castle
Garden. a fort at the tip of Manhattan I[sland for use as a reception
center for new arrivals in 1855.

The anti-foreigner activities had been spurred in part by the
rapidly-increasing number of newcomers from southern and west-
ern Ireland. who around the mid-nineteenth century accounted for
45 percent of all immigration to the United States. The presence of

‘Roman Catholics alarmed many citizens of this country who feared
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an eventual papal takeover of the United States. Negative stereo-
tvping, contributed a great deal to the prejudice against them. The
Irish were said to be eloquent braggards, impudent, pugnacious,

“shanty, and inebriated. They were the first White ethnic group to

suffer prolonged, bitter discrimination from fellow Americans, bear-
ing the brunt of the prejudice generated by the Know Nothing Party.
So much so that Irish Protestants differentiated themselves as
"Scotch-lrish” to escape the religious hostility.

Yet despite their own history of oppression, the Irish militantly
opposcd the emancipation of slaves in the years preceding the Civil
War. Irish workers believed that freed slaves would move north to
compete for their jobs. As the slavery issue gained momentum, it
drew the nation's energy away {rom other bigotry campaigns—such
as the Know Nothing Party—thus ercating a beneficial diversion for
the Irish.

The Irish joined the northern forees during the Civil War to help
save the Union. However, they never agreed to a war fought to [ree
the slaves and. in fact, felt betrayed when the fruit of the Union
victory led to the emancipation of slaves. The tension between Irish

.and Blacks exacerbated when Black workers were used in 1863 to

break a bitter dock strike led by Irish longshoremen.* Irish rioting
broke out against Blacks in New York City and in Fort Leavenworth,
KS around the same time that Irish agitators were inciting cam-
paigns against the Chinese on the West Coast.

* Although distrusted because of their Catholicism, the Irish
were (besides the English) perhaps the ones with the most advan-
tages for maintaining their ethnic identity in their new homeland.
Their calture was very close to that of the British, which had
emerged as the dominant cultural matrix in the United States. Their
church was staffed with Irish clergy. who defended the culture as
well as the faith. They spoke English. which gave them access to
social relationships, the job market. and the political arena—z. tield
in which the Irish became particularly skillful. The fact that they
remained concentrated in ecastern cities helped them in two ways:
(1) it made their numbers seem overwhelming and (2) it made it
casv for politicians to solicit their votes.

Speaking English had become a badge of Americanism vis-a-
vis the “tenacious adherence of immigrants to their (non-English)
mother tongue and cultural values.™ The Germans, for example,
considered their language so important that. before the Civil War.
some Germans petitioned the U.S. Congress to let them have their
own state where German would be the official language. The petition
was apparently ignored. It is also said that a good many Germans
rooted for the Confederacy during the conflict, reasoning that if the
South was successful in seceding, Germans would have the op-
portunity to carve out their own territory.* '
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3 Early Bilingual Schooling

migrants. It involved the most native of all Americans. the In-
dians. Despite the objections of government officials, Indians
had continued to use their tribal languages in addition to English.
No specific mention regarding the use of the English language

had been made by Congress in its first provision for the expenditure
of funds (not to exceed $15.000 per year) to promote “civilization
among the aborigines” enacted in 1802. Neither was language men-
tioned in 1819 when Congress approved what has been considered
the legal basis for most of the education work of the Indian Service.*

I RONICALLY, the language loyalty issue was not confined to im-

The President may ... employ capable persons ... for teaching
{Indian) children in reading. writing, arithmetic ... for the purpose
of ... introducing among them the habits and art of civilization.™

One treaty did, however. inclizde a reference to the language
to be employed. This notable exception appeared in the Treaty of
May 6. 1828, with the Cherokee Nation. Article five read in part:

It is further agreed by the US. to pay $1.000 ... lowards the
purchase of a Printing Press and Types 1o aid the Cherokees in
the progress of education. and to benefit and enlighten them as
people. in their own language. (Emphasis added.)*

The Cherokees established and operated an educational sys-
tem of 21 schools and two academies, which enrolled eleven hundred
pupils, and produced a population ninety percent literate in its
native language. They used bilingual materials to such an extent
that by 1852 Oklahoma Cherokees had a higher English literacy
level than the White populations of either Texas or Arkansas.
Although the Cherokees were far from typical in-that they were the
only North American tribe that had developed an indigenous written
language. the Choctaws were only a little behind the Cherokees
in terms of English literacy and they were closely followed by Creeks.
Seminoles, and Chickasaws.*? (By the mid-nineteenth century. in-
cidentally, the Native American population had dwindled to less
than 300.000.)

_ Native Americans were not officially U.S. citizens and their na-
tions were not states of the Union, but some of the states entering
the Union were clearly bilingual, or had bilingual enclaves. These
included Ohio. Florida. Texas. and Colorado. Louisiana-entered the
Union in 1812 with a French-speaking majority and. under its 1845
constitution, was a fully binational state.®® Until the Civil War, Lou-
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isiana’s legislative debates took place in French and English, laws
were publishied in both with the French version often the official
one, legal notices appeared in both, and both were used in legal
proceedings. Publie and private education also took place in both.*

As carly as 1834, a bilingual book written by Martin
Rosienkiewicz to facilitate the acquisition of the English language
was being used in Philadelphia at the first school for Polish immi-
grants in the United States. The first Polish parochial school in the
U.S.. St. Stanislaw Parish, opened in Milwaukee in 1868 under the
dircetion of the (non-Polish) Sisters of Notre Dame. It was soon
followed by another school in Panna Maria. TX staffed by the (alsc
non-Polish) Sisters of Divine Providenrce. These schools marked the
beginning of the Polish-American parochial school system in the
United States.

The 1848 Treaty of Guadalupe Hidalgo, resulting from the Mex-
ican-American War, provided for the annexation of the Northwestern
Territory ot' Mexico to what has now become the American South-
west, The Treaty sought the guarantee of land grants issued to
75.000 Mexican settlers who would now become American citizens.

At the end of 1848, there were approximately fifteen thousand
residents in California, half of Mexican descent. But the Gold Rush
quickly changed that. Within a year the population expanded to
approximately 95,000 people and growing, almost all Irish, Chinese,
and German. The Gold Rush not only initiated a monumental in-
crease in the population but also resulted in a struggle over land.
both of which operated to the political detriment of the Spanish-
speaking inhabitants.*!

At the time California became a slate in 1850, ninetecn perecent
of all education in that State was private and Catholic. These private
schools, which were initially government supported. were composed
of pupils mainly of Spanish descent who were taught in the Spanish
language under the direction of the missionary padres.*? However,
in the carly 1850s California passed statutes suspending publi-
cation of the State laws in Spanish and requiring court proceedings
to be in English.*

Some of these restrictions were aimed at the Chinese. whose
number had begun to increase around the mid-nineteenth century
as China modified its isolationist policy to permit both immigration
and emigration. The Chinese population in the US. grew from 54
in 1849 10 25,000 by 1851 —and 99 percent of it was living in the
West. )

A foreign miners tax was excised in California to discourage
Chinese prospectors. In 1854 the State managed to push. through
a law prohibiting people of color (Asians, Blacks, and Indians) from
testifving in court against a White person. Sixteen years later it
passed a law requiring that_all schools in California be taught in
the English language.**

Although most of the carly sc hool laws had made no mention
of the language of instruction. laws enacted later permitted bilingual
cducation to be used in lhe public schools. For example, Iliinois did
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not mention language in 1825, but permitted bilingual instruction
in 1857. lowa did not mention it in 1841, but did in 1861. Missouri
did not in 1817. but did in 18874 Michigan did not mention
language of instruction in 1835: but permissive bilingual laws were
enacted in Kentucky and Minnesota in 1867. Oregon in 1872, Colo-
rado in 1887. and Nebraska in 1913. An 1837 State law permitted
German schools to be founded on an equal basis with English ones
in Pennsvlvania. In some cases. all instruction was to be given in

. Germnan. Scholars disagree on whether a {ree school law enacted ten
vears later allowed bilingual instruction.

A law was passed in Wisconsin in 1854 authorizing foreign
language instruction in the public schools for a maximum of one
hour a dav. While this law did not specify which language was to
be taught, the intention was that the language be Norwegian. in
order to make the public schools more attractive to Norwegian immi-
grants, [t was also the norm that whenever a newly-created school
district contained a large German population. the schools were con-
ducted either exclusively in German or in both German and Eng-
lish—with German teachers hired for that purpose.®

In 1869 a German-English bilingual program was started in
Indianapolis. [t lasted fifty years. during which there were great
fluctuations in terms of quality and public support. French-English
bilingual schools were commonplace in Louisiana during this
period.

In 1850 the Territory of New Mexico (Arizona and New Mexico)
enacted a law allowing bilingual (Spanish and English) instruction
in public schools. although it was rarely implemented in the few
public schools that were established during the early years of the
Territory.’? Three years later the U.S. Congress passed a measure
authorizing the New Mexico legislature to employ a stnall number
of Spanish-speaking personnel to accommodate the Spanish-speak-
ing population.

Territorial laws enacted in 1863 and 1869 contained no
language provisions despite the fact that historical accounts about
the conditions in the territory leave no doubt that the public schools
“provided for in the laws had a predominantly Spanish character.
There were practically no Anglos in the territory: the laws were in
fact first drafted in Spanish and translated later into English. ‘Ac-
cording to the 1874 annual report of the ‘territorial school
authorities. the composition of the New Mexico public schools was
five percent English speakers, 69 percent Spanish speakers. and 26
percent hilingual.

In 1884 a school law was passed in New Mexico that specifically
authorized monolingual Spanish public schools: "Each of the voting
precincts of a county shall be and constitute a school district in
which shall be taught ... reading, writing ... in either English or
Spanish or both. as the directors may determine.” In addition. the
U.S. Congress authorized funds for the translation into Spanish of
bills. laws. and journals of the territoriai legislature. on condition
that legislative proceedings and laws be ?itcd in English.
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Gradually. however, Anglo-Americans from the East who were
unsympathetic toward Mexican culture came to dominate the terri-
torv.** In 1891 a New Mexico statute was passed requiring all
schools to teach in English, as part of a broader struggle over lan*
which was developing between the Anglo settlers and the Mexican-
Americans.’® Nonetheless, in 1902, a Congressional committee re-
ported on the courts of New Mexico, which became a state in 1912,
this way: “The justices of the peace practically all ... speak Spanish
and the proceedings of their courts are conducted in Spanish.™°

The Spanish language remained official in New Mexico well into
the twentieth century as the original constitution of the new State
of New Mexico required that laws passed by its legislature be printed
in both Spanish and English for twenty years after ratification and
that teachers be trained in Spanish to teach Spanish-speaking stu-
dents.

The vear 1871 saw the founding of the Instituto San Carlos in
Kev West. FL. All instruction in this private school was conducted
in Spanish. (At the beginning of the twentieth century. the State
of Florida designated funds to this school to pay the salary of an
English teacher so that all students would receive one hour of in-
struction a day in English. In effect, this converted the institute into
a semi-public and partially bilingual school.)?!

GERMAN DUAL LANGUAGE SCHOOLS

Historians agree that the most important development in the
early history of bilingual education was the effort of the Germans
in the mid-nineteenth century to create a bilingual school system
in the Midwest. As a result of vigorous pressure from its German
constituents, Ohio passed an amendment to its school law in 1839
which permitted the establishment of German schools. The follow-
ing vear. a law was added to the city charter of Cincinnati providing
“a number of German schools under some duly qualified teachers
for the instruction of such youth as desire to learn the German
language or the German and English languages together.” A munici-
pal committee eventually decided in favor of fully bilingual schools
as opposcd 1o German schools where English was taught as a sub-
jeet. This decision was later supported in practice.

- Some students of bilingual education credit this pro-
gram—which lasted nearly four scores—with having formally in-
itiated the bilingual education program in the United States.52 There
are data—albeit fragmentary—which suggest that at least one
million American children received their education in German as
well as English during that period. Other cities in Ohio, such as
Cleveland and Dayton, as well as cities in other states, created pro-
grams modeled after the Cincinnati project. In fact, the Ohio State
provision was incorporated into the 1847 Louisiana school law by
merely substituting “French” for “German.”
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ETHNIC ENCLAVES

This period witnessed the growth of public school education
in the United States. Private and parochial non-English or bilingual
schools lost some ground to the public schools, which began to
experiment with their own bilingual programs in order to attract
the children of immigrants. Nevertheless. private schools continued
to attract students; and with the arrival of new immigrant groups
from castern and southemn Europe during the latter part of the
nincteenth  century, new non-English parochial schools were
founded by such groups as the Poles, Lithuanians, Slovaks and
Halians.

In 1860, the yvear Abraham Lincoln was elected president, nearly
half of New York City and nearly one-third of the populations of
other major U.S. cities (with 100,000 or more inhabitants) were
foreign-bom. Where these immigrants had settled tells a great deal
about the ethnic characteristics that each region would develop
later. The Irish, Seots, and English generally populated the eastern
states, The Irish, in particular, crowded into New York and Boston.

Taking advantage of free land offered by the 1862 Homestead
Act (160 acres per settler), Swedes, Finns, Norwegians, and Germans
started farms in Minnesota, Wisconsin, and Illinois. Poles, Russians.

and Czeehs settled in New England and the Midwest. Armenians

and Syrians farmed in California. The mines in Pennsylvania drew
workers from Czechoslovakia, Lithuania. and Latvia. illinois, Wis-
consin, and upper Michigan drew the “cousin jacks™ from Cornwall
(England). Many Bohemians (Czechs) became cigar makers in New

York City.

The second half of the century also saw the arrival, chiefly on
the West Coast. of immigrants [rom the Orient: first the Chinese and
Later the Japanese, Hindus, Filipinos, Sikhs (from Punjab in north-
western India), and Matays—most of whom settled in California. The
Japanese, particularty, established numerous bilingual schools for
thizir children, .

There were  German-English schools  in Milwaukee,  In-
dianapolis. Baltimore, and in many rural places before the turn of
the century, Many of these schools were not actually bilingual in
their enrricnla bt were Germman-medium schools where English
wiis Laught as a subjeet, Inother schools German, Norwegian, Czech,
Itatian. Pofish, and Dutch were taught as sul)jC(‘ts. though not used,
as media of instruction,

The vear 1882 was the peak of Duteh nnmlgmlmn to the United
States, T he mainstream of iimmigrants from the Netherlands steered
away rom the southern states for, although the Duteh had been
instrumental in bringing the first slaves to America in 1619, most
people trom the Netherlands were opposed to slavery.

The same reason kept Poles from setding in the South. chg_.
very sensitive to the meaning of freedom. the Polish found stavery
repugnant. There were approximaltely thirty thousand Poles in lho
United States at the time of the Civil War. By 1880, Chicago. Bull(ﬂo
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Detroit. Cleveland., Pittsburgh, and Milwaukee had become centers
of Polish immigrants, Some newspapers were published in Polish,
some schools taught children in Polish. and Catholic mass was said
in Polish.

Irish prelates—sueh as John Spalding. James Cardinal Gib-
bons. and Archibishop John Ireland—régarded the use of the Polish
Linguage by the press, for school instruction, and for church ser-
vices as un-American and un-Catholic. The American Catholic hier-
archy. largel dominated by Irish and German clergy. argued that
all national differences among Catholic membership in the United
States needed to be ironed out and suggested this could be ac-
complished by emphasizing  Americanization and abandoning
foreign customs.

In the process, however. other nationalities of Catholics—such
as latians, Hisparnies, and Poles—were not allowved participation in
matters of ecelesiastical policy that affected them. As a result, the
Polish National Church of America (inaugurated in Scranton. PA)
developed outside the framework of American Catholicism.™

The vear 1882 was atso the peak year for the Norwegian immi-
gration which had begun with the opening of the Dakota territory
to settlers :ind the concurrent 1862 Homestead Act. Most Norwegian
immigrants favored the free publie school system in the U.S. but
thev also wanted their children to learn the Norse language and the
Lutheran religion. The clergy, especially. felt that American schools
were “godless.” Thus many Nonwvegians relied on parochial schools
to preserve the Norwegian language. as well as the literature, re-
tigion, and customs of their hometand. This enabled the children
to learn English and become bilingual ™

Even groups for whom understanding English was not an issue
hecause they spoke it before their arrival here (those [rom England.
Ireland. Scotland. and Wales) often organized their own parishes so
they could maintain their cultural traditions. The Welsh tried hard
to preserve their vernacular by establishing separate churches
where services could be held in Welsh.

There is no doubt that most immigrants to America wanted to
become Americans. But it is also clear that many wanted some
continuity between their ethnic cultures and the dominant culture
ol their new environment. They did not wish to see their children’'s
American citizeuship gained at the expense of deep and open hostili-
tv toward the culture and language of their former homeland.

For mueh ol the nineteenth century, certainly before the 1880s.
the structure of Amerjcan publie cducation allowed immigrant
groups to incorporate linguistic and cultural traditions into the
schools. In urban as well as rural arcas. schools were decentralized
and locally controlled: As such. they were responsible to cthnie and
political pressures, and immigrant groups could successiully assert
that the presenvation of their cuttural identity was a legitimate
responsibility of public education. :

Usually. this preservation took the form of instruction in a
tanguage other than or in addition to English. Indeed. wherever
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immigrant groups possessed sufficient political power—be they [tal-
ian. Polish. Czeeh, Freneh, Duteh, German—foreign languages were
introduced into elementary and secondary schools. either as separ-
ate subjects or as languages of instruction.””

German was the most prevaient non-English tongue admitted
as a medium of teaching, French was used in Louisiana and New
England, Spanish in New Mcexico. and Scandinavian and Butch in
the Midwest.™ In 1917 San Francisco taught German in eight pri-
mary schools, Italian in six. Freneh in {four and Spanish in two. The
prominence of German in the schools during that period was a
function of the fact that the largest number of non-English-speak-
ing immigrants at that time were Germans—many of whom were
fleeing the aftermath of the unsuccessful revolution in 1848. In fact.
from 1860 to 1890. Germans topped the list of nationalities for all
immigration to the United States,

In numerous cities, German became a regular part of the
clementary school curriculum. In Cincinnati. lor example, children
in the first four grades wishing to do so (about fourteen thousand
in 1899) could split their school week between an English teacher
and a German teacher, Some 186 German-speaking teachers were
emploved for this purpose. During the mid-1870s, St. Louis’ super-
intendent ol schools William Torrev Harris (soon (o become US.
commissioner of cducation) defended his city’'s hilingual program
by claiming that “national memorics and aspirations, family tra-

~ditions, customs, and habits, moral and rellg_,lous ob-

servances cannot be suddenly removed or chan;_,ed without disas-
trously weakening the pcrsona]nv' 57

THE ST. LOUIS EXPERIENCE

Kathy Escamilla relates an enlightening story about the Ger-
man struggle to retain native language and culture in St Louis™
The Germans constituted the largest foreign group in St Louis
during the latter half of the nineteenth century® and. as a group,
their behavior hardly characterized a minority eager to reject tra-
dition. The fact that this group would rather send its children to
German parochial schools than to the public schools where only
Engish wis spoken was docinmented by Thomas Graebner when he
asserted that prior to 1890 cven members of the irreligiovs majority
woulld enter their children in German kinguage parochial schools
for the sake of the language.”

They founded a corporation to establish a German-English

Public School in 1837 —the vear before the first all-English publie

school opened in St Louis, Twe nty-three vears later the “dual me-
ditim” school staff and student body were half the size of those of
the public schools, The German community refused to support the
public schools unless these were to offer a dual medium curriculum.

The St. Louis Board of Education experinjented with German
instruction in the public schools from 1864 to 1887 in an effort to.
lure German sludvnls into the public schools. The efforl was some-
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what successful for, while four of five German children were attend-

~ing Gernian parochial schools in 1860, four of five German children
were attending public schools twenty years later.

Non-German pupils—the remaining 23 percent of the enroll-
ment in those public schools—were also receiving German instruc-
tion, thus creating the setting for two-way bilingual instruction.
German was taught in 52 of 57 public schools in St. Louis."!

Opponents of these schools argued that the inclusion of the
Gernian language in public schools was a luxury the school board
could not afford: that while learning German. many students did not
sufficiently master the 3 R's: and that German was not a desirable
addition to the curriculum and, more importantly, threatened the
universality of the English language.

This opposition came mainly from the Irish who insisted that
if German were a part of the public school curriculum Gaelic.
French. and Hebrew also should be added to the curriculum since
these languages too were represented in the city of St. Louis. This
challenge was presented to the school board in 1878 in a resolution.
but was quickly denied on the grounds that the city school board
could not afford to provide bilingual schooling for all of these
language groups.

Undaunted, the Irish offered another resolution asserting that
if indeed the schooi board was financially pressed. it should teach
only English. This resolution was also defeated. That these reso-
lutions never received serious consideration was, in part. at-
tributable to the fact that neither the Irish, French. or Jews had-the
numbers of people in St. Louis that the Germans had. nor did they
have the political strength and organization. The German comimuni-
tv had rallicd and united in order to defeat the resolution and. in
fact. had circulated a petition to maintain the German-Englisk
Sehools, 1t was signed by forty thousand people (one-eighth of the
entire population of St. Louis).®” No further serious oppositior
threatened their position for the next nine years.

fronically, there were remarkable parallels between the argu
ment that schools exeluding the German language and culture coulc
not properly educate German children and the claim that schools
exchuding Catholie doctrine could not fully educate Irish childrer
and. therefore. were not really public schools. Both groups wantec
2 share of tax monies for the schooling of their respective children
‘Even more ironic was the fact that, a eentury later. their great
grandchildren—ignorant of their own historv—would deny thes
same rights to others on the grounds that their ancesters "mad
it" without special services.)

During the 1880s, German-English schools extended f{ron
kindergarten through-high school. It was the Germans who wer
credited with establishing the first kindergarten in Wisconsii
around the mid-nineteenth century. William T. Harris introduce
the kindergarten as part of the St. Louis public school system.”
Thesce kindergartens were not initially bilingual. however. They wer
German language schools only. designed to fully develop the child'
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German Language skills prior to entrance in a dual medium German-
English first grade.

The German-English sccondary schools in St. Louis were not
dual medium schools either. In these secondary schools German was
merely a branch of study, one area in the curriculum. But it is
important to note that, at this particular time, German was the only
language other than English to be part of the secondary curriculum.

A redistricting of the city in 1887 split the German vote into
small segments and, consequently. the board of education election
in that vear resulted in a victory for the anti-German forces, These
forces moved swiftly to announce the termination of all German
instruction in the schools at the conclusion of the 1887-88 school
year. Although the new St. Louis Board of Education offered its
facilities to any group that wished to teach German at its own
expense outside the normal school hours, many German immi-
grants were so incensed that they removed their children from the
public schools and placed them once again in parochial German-
English schools**—even though they had to pay both tuition and
taxes. Not only St. Louis but Louisville and St. Paul created storms
among America’s German population by dropping their bilingual
programs, and later restricting the teaching of German only to the
upper grades in the public schools.
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4 The Declihe of
Bilingual Education

convert to a culturally homogeneous value system proved too
great. At the end of the nineteeneth century and during the
first  decades of  the  twentieth  century. bilingualism  and

D ESPITE THE SUCCESSES in ethnic pluralism. pressure to

-biculturalism in the publie schools were rapidly disappearing. The

contlict over toreign languages and foreign customs. what one his-
torian has ealled "a svmbolic battle between those who wanted to
impose one standard of beliet and those who welcomed pluralistic
forms of education.” was being resolved. and pluralism was in full
retreat.”s )

NEW IMMIGRATION

German immigration had risen to one and a half million during
that decade (1880-90). which also marked the peak of Swedish
immigration to the United States. In 1884 organized Ukrainian
community life in the US. began in Shenandoah. PA. About 85
pereent of the Ukrainian immigrants between 1870 and 1914 set-
tled in Pennsylvania. New York, and New Jersey.

Finns were also part of the "new immigration.,” along with
Lithuanians. Poles, Slovaks. Greeks. and Russians. It was difficult
to ascertain the number of Finns who came to the United States
at the tum of the century because those traveling with Russian
passports were categorized as Russian, those who came via Norway
wound up on that country’'s roster. and Finns who spoke Swedish
were often classified as Swedes. Most Finnish-Americans were settl-
ing along the shores of Lake Superior in Minnesota, Michigan. and
Wisconsin—the arcas that most resembled their native land. Others
went (o Montana, Arizona, Pennsylvania, Wyoming. Washington,
South Dakota. Colorado. and Alaska. Other ir .aigrants coming to
the United States at the end of the nineteenth century included
Armenians, Swedes, Yugoslavs, Russian Jews. and Asians.

Chinese immigrants had been coming to the United States
sinee the mid-nineteenth century and had continued to arrive in
increasing numbers partly pushed by the Taiping Rebellion and
partly pulled by the California gold rush. In 1882, after 300.000 had
arrived. Congress passed the Chinese Exclusion Act—marking the
first tim~ that the U.S. government denied entry to a specific group
because of its national origin.®® Half the Chinese laborers and their
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families returinsd to China, but they were quickly replaced by
Japanese, Conninodore Matthew Pern's 1860 diplomatic journey
had not only succeeded in opening Japan's doors to Americans, it
eventually led the Japanese government to permit its constituents
to emigrate in 1685,

It was not tony, however, before the Japanese immigrants were
also experiencing open hostility. The prejudice was exacerbated by
the Russo-Japanese War in 1904. for it extended America’s fear of
a “Yellow Peril” to include the Japanese in addition to the Chinese.
Even the San Francisco Chronicle. the City's leading newspaper.
insisted that Japanese children were crowding American children
out of the classrooms. (There were 93 Japanese students attending
San Francisco schools out of a total enrollment of 25.000.)

In 1906 the San Francisco School Board directed all children
of Asian immigrants to attend a segregated school in Chinatown—in
spite of the fact that these children did not all live in any one section
of the city and. therefore. it would have been impossible for all of
them to attend just one scihool. President Theodore Roosevelt called
the board's action “wicked absurdity.” The directive was subse-
quently withdrawn when the President agreed to limit the immigra-
tion of J: ipanese from Hawaii into the U.S. Mainland.*?

In 1913 the California Legislature overwhelmingiy passed the
Alien Land Act. prohibiting thie Japanese from owning land. Seven
vears later. over President Wilson's objections, the prohibition was
extended also to leasing rights. The 1924 Immigration Act barred
aliens who were not eligiple for U.S. citizenship. This excluded all
non-Whites exeept those of African descent. This policy. incidentally.
had alrcady been invoked against Mexicans at lhv end of the nine-
teenth century.

The highest proportions of the foreign-born population con-
sisted of Germans (27 percent) and Irish (16 poccent). About 2.7
million German-born people lived in the US. Chicago was the most
identifiably Czeeh city in America—eiten referred (o as "Czech-ago.
Other l.u;,(' Czech settlements were established in Ohio. New York.
iowa, Wisconsin. Nebraska, Kansas, Cklahoma. and Texas. By the
turn of ihe century, practically every major city in the US. was
publishing newspapers in either Croatian. Frenen. German. Greek,
Hebrew, Polish, Spanish, Ukrainian. Yiddish (derived from German
mixed with Hebrew and Slavie vocabulary). or some other foreign
language. depending on the geographic location of the city!

The earty crest of bilingual education lasted no more than a half
century. ‘The lack of wide spread public support for these programs
was due to the fact that their initiation had been more often than
not the result of political pressure from the German-speaking popu-
lation or anather minority group rather than a widely-shared public
conviction ab:out the desirability of bilingual programs. It was ex-
tremely difficutt for these programs to maintain effective. quality
tcaching in the face of fluctuating public support. The Germans
were obviously victims of the mass xenophobia that had afflicted
the fledgling nation since its independence.
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INDIAN REMOVAL

The national drive toward cultural and linguistie (not neces-
sarily racial) homogencity was not limited to those who had recently
immigrated to these United States, it was extended also to citizens
of newlyv-acquired territories. In fact. co-optation had been tried with
Native Americans as the need for land they owned and occupied
became eritical in the eourse of national expansion. Henry Knox, the
first U.S. Secretary of War, had argued against taking land from the
Indians, reasoning that:

The Indians being the prior occupants, possess the right of the
soil. It cannot be taken from themn unless by their consent. or hy
rights of conquest in case of a just war, To dispossess thent on any
other principle would be @ great violation of the fundamental laws
of mare!®

However. that argument was laid to rest with the death of Gen.
Kiiox in 1806 and the policy was overruled by the Nation's fifth
president. James Monroe, who wrote in 1817:

The hunter or savage state requires a greater extent of territory
o sustain it than is compatible with the progress and just claim
of civilized lite—and must vield to it

The effort to eradicate the Indian presence by breaking up
extended families {the clan structure) was accelerated after the dis-
covery of gold on the Pacific Coast and in the Rocky Mountains,
which attracted huge numbers of White prospectors. The promoters
of transcontinental railroads sought grants of land along their
routes increasing the pressure on Indian land and tribal units.

In response to this demand for more land, the Homestead Act
was passed in 1862, which opened up the plains:to White settlers.
To facilitate the process. “encouragement was given to the slaughter
of big bultalo herds, the Indians™ principal source of food. With their
meat gone. it was helieved the tribes would be forced onto the reser-
vations by the promise of rations.” ‘

The Bureau of Indian Affairs (BIA). which had béen originally
created in 1824 under the Department of War and had beeome part
ol the new Departiment of the Interior in 1842, was the agency
basically  responsible for meeting the needs of Native Ameri-
cans—including their education. English language in the Indian
schools was first mentioned in the report of the Indian Peace Com-
missiotl. a body appointed under an act of Congress in 1867—the
vear Aluska was purchased from Russia—10 make recommendations
for the pennanent removal of the causes of Indian hostility. Its
report of 1868, motivated by a combination of humanitarianism,
militarism. and expansionism. states: :

. in the difference of language today lies two-thirds of our trouble.
Schools should be established which ehildren should be required
1o artend: their barbarous dialects would be blotted out and the
English language substituted.”
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After the treaty period came to an end in 1871, government

~schools conducted exclusively in English began to be established,

gradually displacing the mission schools and their bilingual ap-
proach: many of the Indian schools which the tribes had begun to
establish and run themselves were also eliminated. In fact, the print-
ing presses used by some of the Native American tribes. such as the
Cherokees. were dismantled and sent off to the newly-founded
Smithsonian Institution.” ‘

In 1879 a Congressional commission established the off-reser-
vation boarding school, which separated Indian children {rom their
parents, and imposed a total ban on Indian languages. customs, and
dress. Some students of the Indian expericnce contend that one of
the boarding school’s purposes in removing Native American chil--
dren from their homes was to eradicate their languages, cultures,
and religions replacing them with English. the Anglo culture. and
Christianity in hopes that the children would not return to their
homes.”™  After several generations, land abandoned by the
detribalized Native Americans would be available for Anglo pio-
Neers. )

This wholesale separation of Indian children from their families
was perhaps the most tragic and destructive aspect ol American
Indian life. Because the family is the most fundamental econormic,
educational, and health-carc unit in society and center of an individ-
ual’s emotional life, assaults on Indian families helped cause the
conditions that characterize those cultures of poverty where large
numbers of people fecl hopeless, powerless, and unworthy.

tHistorians indicate that the most forceful promoter of English
as-a civilizing tool was J.D.C. Atkins.jIndian Commissioner from
1885 10 1888. Ie directed that "no textbooks in the vernacuiar will

be allowed in any school where children are placed under contract.

or where the Government contributes to the support of the school:
no oral instruction in the vernacular will be allowed at such
schools—the entire curriculum must be in the Englisli language.™*
Several Indians reported they were punished in boarding school
when they were caught speaking their native language by having
their mouths washed out with soap.” _

The prohibition of native language use had great repercussions

“for the communicative skills of American Indians. It was aimed at

the very matrix of the expressive aspects of existence: language
(vernacular and ritual), culture (music. song, dance. art). and other
emotion-laden clements (such as religion).”® Even making beadwork
was prohibited by Federal officials. This policy precipitated the de-
cline of Native American literacy. (The Cherokee. for example.
dropped from the most literate nation to the most illiterate in a
period of a-hundred years.)””

The Dawes Severaity Act, passed in the mid-1880s, formalized
the allotment process for Indian lands. Tribal lands were to be
divided and 160 acres weré o be assigned to each Indian family
head. Citizenship was conferred upon all allottees -and upon other .
Indians who abandoned wneir tribes and adopted “the habits of
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ccivilized life.” Surplus tribal lands remaining after allotment might

be sold to the United States.?® (This process resuited in the transfer
of some ninety million acres from Indian to White ownership by the
time US. citizenship was conferred upon ail American Indians by
the 1924 Wheeler-Howard Act.)? It is, perhaps, significant that the
Indian population was at the all-time low of a quarter million at the
end of the nineteenth century. It began to gradually increase again
in the twentieth century.

LINGUISTIC HOMCGENEITY

The need Lo consolidate the nation's territorial gains and solid-
ifv its political processes seems to have played an important roie in
its drive toward cultural and linguistic conformity.®® As soon as
Hawaii was annexed by the United States in 1898, for example.
English was introduced into the legal and educational systems. The
initial organic act for Hawaii-in- 1900. directed. that all legislative
proceedings be conducted in English. At first. laws were published
in both English and Hawaiian: eventually. they were published only
in English.

In 1901 English was established as the official language of

instruction in the Philippines. (Originally it was intended that .

Spanish would be dropped as an official language after 1913,
although this was not accomplished.)”!

Likewise. as soon as the United States occupied Puerto Rxco
during the Spanish-American War in 1898, an English-only rule was
established in the island's schools—which proved devastating since
the population was entirely Spanish-speaking and 85 percent il-
literate. The rule was modified two years later making Spanish the
medium of instruction in the elementary schools and English in the
secondary schools. This resulted in students dropping out before
reaching high school.

A concerted effort to Americanize the island threugh the
schools was evident in other ways. More than twelve percent of the
teachers were American®? (most of whom did not know Spanish):
schools were renamed in honor of American statesmen (Franklin,
Jefferson. Lincoln, McKinley):#® educators were directed to celebrate

American holidays (Washington's Birthday. Flag Day. Memorial -

Day)* and students were taught American patriotic songs (Hail
Columbia. Yankee Doodle)®> Samuel McCune Lindsay. who was
commissioner of education in Puerto Rico from 1902 to 1904, wrote:

. Colonization carried forward by the armies of war is vastly more
(osllv than that carried forward by the armies of peace whose

outpost and garrisons are the public schools of the advancing
nation.n¢

In 1905. the American government of Puerto Rico reverted to
the initial all-English language policy. The island's governor re-
ported that in December of that year, 165 grades were being taught
in English, 77 of which were bemg laught by Americar. teachers
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imperted for that purpose "However, the administration was
having difficulty retaining American teachers because of the low
salarics. so Puerto Rican teachers were being urged to become profi-
cient in English if they wished to maintain their teaching status.
The education commissioner proudly reported that in one year
(from 1906 to 1907) the number of Puerto Rican teachers giving
instruction wholly or in pgrt in the English language increased from .
89 to 280. However, it was observed that by forcing the teachers .
to do all teaching in English, the system was limiting them to a
reduced vocabulary, which permitted them to impart only a de-
termined amount of knowledge. made them entirely dependent upon
the texthooks™ and severely curtailed their free expression and
interaction with students. One critic of the English-only policy ob-
served:

[ consider it unavoidablie to have a knowledge of English ...
but ... the means and methods used to teach in our schools (are)
inhuman, erroncous, and disturbing®®

ETHNIC BIGOTRY

Efforts to root out languages other than English from the Unit-
ed States and its possessions continued to intensify. While national
security and unity were offered as reasons for this, Leibowitz has
hypothesized that the reason for the restriction may have its roots
far deeper in the foundations of the nation's sociopolitical ideology:
far enough in fact. that it is possible to sec it as a manifestation
of the social and institutional racism which operated throughout
the society.”!

The obvious change in the pattern of immigration. which in
the late nineteenth century was becoming increasingly eastern and
southern European and Asian—differiing in language, history. and
culture—was causing many citizens to fear that immigration and
bilingualism could “get out of hand.” The fact that newcomers were
smaller. darker. and spoke languages of lesser prestige played right
into the hands of those who had embraced Darwin's recent theories
concerning the “inherent inferiority” of certain races.

In most large cities. such as New York, it became fashionable
at the beginning of the twentieth century to compare ethnic groups
by intelligence tests or by rates of school retardation.? A 1908
analysis of fifteen New York elementary schools showed that German
pupils had the least “retardation” (16 percent) and Italians the
highest (36 percent).

A 1911 survey of more than two million children of immigrant
families in the U.S. found 51 percent of the Germans. 6C percent
of the Russian-Jews, and 77 percent of the Italians below grade level.
A study of the proportion of pupils who graduated high school
ranked Russians highest (36 percent) and Italians lowest (O percent)
again. While, on one hand. school officials blamed educational re-
tardation on a variety of factors, including language problems, late
enrollment in school, and the4$§a1‘n of after-school employment: on
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the other hand, thousiands of children were turned away from over-
crowded schools, permitting them to endure working twelve-hour
davs or to join small armices of juvenile vagrants in the city.™

By 1890 more than hall the pepulation in America’s nincteen
fargest cities consisted of inmmigrants and their offspring. These
inchided 86 percent of Milwaukee. 80 percent of New York, 78 per-
cent of Chicago. 77 pereent of Bulfalo, 75 percent of Cleveland., 71
percent ol Brooklyn, 67 pereent of St Louis, and 57 pereent of
Philadetphia. They took over decaving housing previously occupied
hv the preceding immigrants, who had by now moved out to bigger
and better homes in the suburbs.

AMany sociologists, finding the shums seething with new immi-
grants, made dubious correlations aaributing dirt and  over-
crowding to the new immigration. Henry George. for example, ap-
plicd the phrase “human garbage™ to the immigration of the late
1880s, Others denounced the newcomers as “subversive paupers.™

New York's Castle Garden was replaced by Ellis Island ot in
the-harhor when the Federal governmentassumed control of immi-
eration in 1891 This isolation. resembling quarantine measures
acainst  a  pligue,  tended  unfortunately  to symbolize—ceven
bolster—the  growing  revulsion  among  established  Americans
against unrestricted immigration.

For the next forty vears, sixteen mittion (mostly European) int-
micrants entered the United States by way of Ellis Island. where at
one time signs were posted in nine different languages. The Ameri-

Ceanization proeess often began here as immigrant names were

chianged by portof entry officials due to misunderstanding, negli-
genee, or their own determination to “simplify”™ the names. Thus,
Berkowitz often became Burke, De Ta Nove became Delano, and
Schmidt beeame Smith, Some immigrants even took the name
“EHiST IC was believed that the Pennsyivania Duteh were thus
labeled because the first arrivals, who were German., answered
Detasch when asked what language they spoke.

In addition to New York, many immigrants came to ports in
Boston. Philadelphia, and Baltimore. Asians. on the other hand,
camme mostly to San Francisco and Seattle. Mexicans entered via the
barder states of Texas, New Mexico, Arizona, and California. Other
Latin Amcricans came to New Orleans and Savannah. There were
seventy different ports of entry in the US. beckoning immigrants
from all the regions of the world. Although immigrants who were
not ol Anglo-Saxon or Tentonic ancestry would face additionat dis-
crimination based on their race or nationat origin, none of the new
entrants was welcome by those who were here before them—save
their own families.

Give me vour tired. vour poor,

Your hoddled misses vearning 1o breathe free.
The wretched refuse of vour teeming shore.
Send these, the homeless, tempest-tost, 1o me,
I Litt iy lamp beside the golden door!
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Emma Lizams' beantital poem, graven on the pedestal of the
Statte of Liberty, expresses a fine sentiment but, in truth, Ameri-
cans did not really welcome the tired. poor, homeless masses of
“wretched refuse” In 1907, the yvear of the immigration peak, a
commission was busy tiving to furnish an intelligible basis for
lceislation to control immigration. The study was expected to be
neither scientific nor impartial, since most “experts”™ emploved for
the rescarch already favored restriction.”” To the disappointinent of
many, the conelusions contained in the J2-volume Dillingham Re-
port did not recommend the restriction of immigration. They did.
however, favor a literacy test for admission into the United States.

The image of the immigrant as unlettered and casily corrupted
wits clearly evident in several important studies, reports, and other
major works of the time. Eaton wrote at the turn of the eentury:

What spectacle could bhemore humiliating to an American patriot

Cthan those otten presented in grog-shops., fow lodging honses,
and gaunbling dens, when party leaders and captains. . are compet-
e L.oamong the degraded and criminal emigrants, as ignorant
ol our laws and language, perhaps as they were regardless ol the
Laws of 1he country from which they fleds

The nation's xenophobia had been undoubtedly exacerbated
hefore the turn of the century by the facet that the highest number "
ol immigrants were from southern Italy: Calabria, Naples, and Sieily.
lalinn contadini (peasants) combined all the ingredients regarded
as dangerons 1o national and cconomic seeurity, health, and social
fiber. After all, they were Catholie, swarthy, illiterate, spoke a
language which was unfamiliar to most people here, and were gener-
allv more “disorderly™ than their predecessors. Thev—along with
other neweonters of that period—were blamed for crime: unemploy-
ment. and unsanitary conditions. Their political beliefs were
sn=peet” and the suspicions were aggravated by their communicat-
ing among themselves ina “foreign™ language—which was pereeived
as a strategy for seereev. Open hostility, diserimination, even vio-
tence were perpetrated against theny: Italians were known to have
heen vnched and their children barred from "White” schools in the
18908 .

I 1909 an entire Greek community of about twelve hundred
was driven from Omaha and its property destroyed. That same year
California amended its education code to allow separate schools for
“Indian and Mongolian™ children, then proceeded to segregate Mex-
icans by classifving them as Indians. Immigration from Mexico had
become increasingly significant as a socially disruptive revolution.
conditions of extreme poverty, and U.S. labor nteeds drove thousands

Mexicans north of the Rio Grande.™

Dyring the 1920s nearly a hali’million Mexicans entered-the
United States on permanent visas—approximately eleven pereent of
the decades total immigration. It is ditficult to estimate how many
more entered informally (without documents) aided by slipshod *
border procedures. Although most Mexicans settled in the South-
west. by the end of the decagle fifteen pereent of them had resettled

J



The Best of Two Worlds 35

in other parts of the conntry. Thus, "Chicanos™ were becoming a
tational-—-no longer just re L,l()lhllnll]ll]()lll\' group.

To say that the Mexicans were not welcome in this country
would he i cuphemistic understatement. Their colleetive non-White
status, poverty. Catholicism, and “foreign”™ tongue—combined with
tiles of the Spanish black legend and the nativist sentiments of the
times -placed the Mexicans in a stratum well below the Ttalians in
American society.

Essentially, disdain toward Blacks broadened ftself into blanket
distike for all non-Whites, the early anti-German feeling escalated
into o nationwide anti-foreign policy. and the altready strong anti-
Catholic prejudice extended as well to the other non-Protestant
religions of the nation’s most recent arrivals, Jewish fiimmigrants,
for example, were excluded from employment, housing, and social
organizations. Their children were segregated in schools.

Perhaps nowhere is the fact that the schools mirror the mores
of socicty more evident than in the way the composition of school
populations reflects the residential patterns of the community. In
1905, ten schools in the Lower East Side of New York City were 99
pereent  Jewishe Interestingly. when  the Board of Education
proposed shifting tifteen hundred stadents to the West Side, two
thousand irate Jewish parents turned out in protest.'™ Essentially.
most feared the loss of freedom of worship as well as the potential
hostility of a new environment for their children. But-many felt that
the desegregation process was part of a concerted effort to disperse
thent weaken their conmmunities, and wrest their retigion from their
children. Their suspicions may have been founded on the fact that
the public schools had never really toleraied the preservation of any
degrev of diversity among their puplls Depending on their origin.
minority: groups were cither suppressed altogether or stripped of
their cuitural identity. but seldomy permitted to thrive as a dis-
ringuisliable entity, To this end. the efforts of the schools and other:
institutions focused on Americanizing the innmigrants—often with
the cooperation of organizations from the ethnic communities
themselves,

AMERICANIZATION EFFORTS

Cities like New York. Chicago. and Detroit set up special classes

for knguage minority innmigrants as part of night school programs,
In the 1890s the Educational Alliance of New York City had a pro-
eram to “educate” Jewish immigrants in the language and customs
of the United States, In 1899, Jane Addams established classes in
“Chicago's Hull House to help the immigrants. Similar classes were
set up later by the Society for the Italian Immigrants. the Polish.
National Allianee, and the National Soeicty of -Colonial Dames of
Americi ‘

In 1907, the vear that immigration reached its peak. New Jersey
passed i law providing for evening instruction in English and civies
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for innnigrants Between 1907 and 1912 the Young Men's Cliristian
Assoctition (YMCA] wiis responsible for teaching English to 55,000
inmigrants in 130 cities and towns.!

[ was not alwavs socicty's altruisim that was coming to the fore.
While the efforts of the schools to assist the neweomers by teaching
themn the language and customs of the United States were com-
mendable and seen by many as a genuine desire to help new immi-
crants assimilate, there were those who believed it was an attempt -
to Ctrain” them so as to make them more manageable. That the
«chools have served as the stepping stones for millions of immi-
crants (o enter the American mainstream is a self-serving cliche. ™
Indecd, some historians feel that the most eritical task of the schools
in the case ol immigrants was to

(1) preserve and transmit societal vahies o these “immature”
(and uncivilized) newcomers:

(21 scleet which norms to consenve and which to reject:

3) sustain the prevailing cuttural ethie in the face of contem-
porany challenges—both foreign and domestic: both real
and imagined.

THE MELTING POT CONCEPT

The task of cducation. wrote an educator in 1909, is to "break
up these Ginnnigrant) groups or settlements, o assimilate and
amalgamate these people as part of our American race..and to im-
plant in their children, so far as can be done. the Anglo-Saxon
conception of righteonsness, law and order. and popular govern-
ment. and o awaken in them a reverence for our democeratic institu-
tions and for those things in onr national lite which we as a people
Liold 1o be of abiding worth.”* The dilemma faced by a diverse
society secking nunan rights on the one hand and despoiled by
discrimination because of differences on the otherawas further ex-
acerbated by the “melting pot™ theory which insisted that people of
disparate cultures assimilate and disappear into the mainstream of
the White, Anglo-Saxon, Protestant society. A 1909 Broadway play.
dedicated to Theodore Roosevelt, set forth this coneept of America
as a erucible. ™ I The Melting Pot. British author Israel Zangwill
has the playv's protagonist, a Russian-Jewish immigrant, deseribe
America in a soliloguyy

Americn is God's Crucible. the great Melting Patavhere ol
races of Fuirope are melting, and reforming! Here vou stand, geod
folk, think L when 1 see them at Elis Iskud, here vou stand i vonur
fifv croups with vour fifty lunguages and histories, and vonr fifty
Nt reds and rivalries, but vou won't be long like that. brothers, for
these are the fires of God. A fig for vour fends and vendertas!
Germans and Frenelimen, Irishmen and Englishmen. Jews and
[ussiins—into the Crueible with vou all! God is making the Ameri-
can ... The real Anerican has not vet arrived. Tle is only the
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Crocible, retb vou he will be the Jasion ol all races, the coming

superiman ‘

In another scene of the plav. the same character mentions the
Celtand Latin, Slav and Teuton. Greek and Syrian—and the Black

Candd Yellow —as elements in the great melting pot. The melting pot

notion was quickh adopted as a promising ideal for fusing peoples
from varions new and old immnmigrant groups into a new conimon
American societv, While the prospect seemed an attractive icea to
numy immigrants, its suceess for all members ol society was
cubions, To facilitate their melting into American society. iimmi-
vrants usually adjusted their customs, native dress, and lifestyles,
Thevowere afraid or ashamed to speak their native language in
public and olten Angiicized their names, i

One of the ideological Daws of the melting pot was that it never
proposed to “melt” all ethnie and cultaral groups, It rejected as
“ummeliable” many ethinic groups whose racial pedigree was deemed
inferior - or at least suspeet. The conceept assumed that only the
dominame White Anglo Saxon Protestant cultiire was worth saving,
andd 10 was expected that those who wished to be absorbed by the
inchting pot baad to sarrender their own cultaral heritage as a price
ol admission,

ANGLO CONFORMITY

As dlobal developments edged the nation closer to World War
L not onlv did the anti-German sentiment intensify. but the English-
oty policies became stricter and the drive woward Anglo conformity

Caceelerated. Towas eenerally feared that non-English-speaking immi-

grants or non citizens would feel no lovalty or obligation o fight for
the United States.

This mav have been one of the reasons why full American
citizenship was bestowed upon Puerto Ricans-—with the concomi-
tnt requirement ol obligatory militane service—a month before the
United States entered World War T in 1917, Another contributing
factor was that the island's strategic location was believed in-

dispensable to the defense of the newlv-opened Panama Canal. In

any event, more than twenty thousand Puerto. Ricans were inducted
into the United States Anned Forees in June ef that yvear by order
of President Woodrow Wiison, 07

Althouah speaking Eoghsh had not been a requirement for the
erimting oi citizenship to Puerto Ricans, the effort to convert the
istand’s official linguage from Sprnish to English never ccased. In
1912 the education conunissiones 1 parted that cduring his five-vear
term the number of schools that tGiught wheilk in Faglish had
increased fron: 202 1o 94709 By 19150 it was reposrwed that |47
pereent of instruction in the clementary schools was oemg given in
English and 25 pereent in Spanishe The remainder was being taught
in cither English or Spanish, or bhothe

Alter cleven unsucceessful vears of Luglish-only instruetion in
the public schools of Puerto Rico, the comimissinaer of education
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introdueed o compromise gradual approach in 1916 whereby
Spanish was used i the first four vears of school. Spanish and
English combined in the fifth grade, and English only from sixth®
to tweltth, The goals of this poliey. according to the commissioner,
were Cthe conservation of Spanish and the acquisition of Eng-
lish—to make children bilingnal™ v (This transitional hilingual pol-
icv-—with oceasional modifications—remained ineffect for 32 years.)
Ahhongh the strategy had changed. the goal was still to Americanize
Pucrto Ricans and cventually eliminate Spanish from the island.
aceording to records of official communications,'™!

Teachers on the isknd were directed not only to teach in Eng-
lish bt to speak it at home, to join and organize clubs and socicties
that used English. to take their vacations on the U.S. Mainland. and-
to arrange for their students o correspond with pen pals on the
ULS, Mainland. Non-compliants were told they may be asked to re-
sign.' Inaddition, schiool papers were to be published exclusively
in Enelishi.” and the cniphasis continued in celebrating Anerican
holidavs  and naming  schools after Anglo-American
heraes, Juan Huvke, appointed by President Harding in 1921 as the

lirst IMierto Rican conmmissioner of education, stated in an article:

Ounr schools are ageneies of Americanism. They must implant
the spirit of America within the hearts of our children.'

The support lor teaching English in Puerto Rico was seen as
o political barometer. Those who lavored the teaching of English
were considered Tassimilationists:” those who favored teaching in
Spanish were considered “separatists.”™' The situation beeame
downright ngh whea the fervor for English escalated into an anti-
Spanish fecling wiizch extended to other manifestations of Puerto
Ricanism. On one occasion when someone waved a Pucrto Rican
Mag during graduation exereises in San Juan’s Central High School.
Commissioner ol Education Paul Miller instructed the police to
“remove the cnemy lag™ from the premises. '™ Thus, intolerance for
anvthing that was not American scemed o be the national
norn-—cven in Pucrto Rico. ronically, the eriteria defining "Ameri-
canisi’” were bound by very narrow parameters,

The period after World War T was characterized not only by the
almost completeabandonment of bitingual education in the United
States i by o declining nterest in the study of foreign languages.
A combination ol reasons for this posture included (1) the advent
of mandaton attendance faws for public schools, (2) the climination
ol pnblic iinding for church-aftiliated schools. and most impor-
tantly, (3} the isolationism and nationatisi which pervaded Ameri-
can society alter the war b

Langinee legislation was so |)1‘(3llil)ili\'(- that it bordered on'the
ridiculons. Although it wias impossible. to suppress the use of Ger-
man in the private sphere. thorough and often successful attempts
were nrde in Ohio, lowsa, Texas, Nebraska, and other places 1o sup-
press its use in public, Fines were levied for the use ol Germarn in
the streets. on the lcl('pll()a- on the railroad—even in churehes.
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These statutes proved destruetive to German civil, social. and re-
ligions organizations which depended largely on freedom of as-
sembly along with freedom of speech—both of which are guaranteed

by the First Amendment.'™ But they proved even more destructive

to non-English-speaking  students evernywhere who were being
taught in English, for it was already rccoun/tl that the inability
to understand the inguage of instruction was the chief cause of
immigrant children’s poor performance in school '

While only 1-1 of the 45 states had regulations requiring that

“LEnglish be the sole language of instruction in 1903, by 1923 some

34 of the 48 states had such provisions. English-only instructional
policies were extended (in Connecticut, Massachusctts, and Rhode
Island) even to private schools. In some states the laws forbade the
use of other languages for instruction in all subject areas except
forcign language classes. In seven stales, statules revoked certifica-
tion of teachers caught in the “eriminal act™ of using any language
except English to teach in the public schools. Students who'violated
this Fnglish-only nile were subjected to sundry indignities. such as
small fines or detention. "Spanish detention.” for example. became
a houschold word in the Southwest. =20 _
This lingnistic equivalent to book-burning worked rather well,
butitworked best with northern and western European immigrants
who shared a degree of cultural affinity, shared goals and priorities

Sin coming to this country, and shared a Caucasian racial history.

These were the “meltable™ ethnies. It was much more difficult to
Anglicize Native Ainericans, Hispanics, and Asians, Difficult, bul not
impossible. ,

Right after Wortd War 1 the U.S. government required that all
teaching in public and private schools in Hawaii be in English.
althiongh the poliey permitied Hawailan to be taught in addition to
English in the high schools. Legislation was also proposed to
severely Himit the operation of the private foreign language schools
that were teaching Japanese as a cultuiral supplement to the public
schools. Althouglhy there was strong public opposition o this
proposal, the law was passced in 1923, and the teaching of foreign
Linguages was limited to one hour a day, Courses, texts, and the
age of pupils were preseribed by the Territorial Departunent of
Fducation. All teachiers were required to read, write and speak Eng-
lish and to be versed in American history. The declared purpose of
this legislation was to foster Americanization,

Nebraska alse attempted to legally restrict the teaching of
forcign linguagdes, But a 1923 Supreme Court decision based on the
Fourteentls Amendment declared English-only legislation as un-
constitutional. In Mceyer v, Nebraska, the State Supreme Court
ruled that the prohibition or undue inhibition of the teaching of

“any subject inany language other than the English language in any

sclool. or “the te 1(11111;()! languages other than the native lang_.uag_,c
helow the cighth grade is unconstitutional. as arbitrary and without
reasonable relation to any end within the competency of the state,
and as depriving teachers and parents ol'liberglslithout due process
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of a1 (The court added, however. that a state provision requir-
ing Enelish instruction in public and private schools was permitted
by the Consiitution.)

Fouryears later, in Farringtony. Tokushige, the Court declared
the Territorial legislation ol 1923 regulating foreign language
~chools in Hawaii to be unconstitutional. Private’foreign language
~chools were no longer 1o be subject to the public authorities.'#

These rulings were to be historie milestones in favor of all the
linguistie minorities on American soil that endeavored to uphold the
language of their ancestors and pass it on o llwlrf(‘.hi]drcn. They
were blows (o the expressed sentiments of many of the nation’s
influential leaders, ‘

Reflecting the mood of his era. Theodore Roosevelt had
preached in 1917 1that "it would not be merely a misfortune hut a
crime 10 perpetiite differences of language in this country™ and
suggested that an immigrant who had not learned English after five
vears "should be sent biek to the land from whence he came.” (sic)'#

It is an interesting historical footnote that his son, Theodore
. who was governor of Puerto Rico from 1929 o 1932 espoused
2 completely different philosophy. Young Teddy welcomed the
challenge of trving to blend two cultures harmoniously, and he
recognized the importance of having a’community conversant with
twoe Einguages and two cultures associated with the United States.
He saw o reason to continue the hopeless drive to remodel all
Pucerto Ricans so that they should become similar in language,
habits and thoughts to the continental Americans.™ !

Governor Roosevelt's rationale signaled a change of direction
in the kainguage policy of Puerto Rican schools. for Americanization
had been at the core of all the educational policies established in
Puerto Rico during the twentietlt century by the various com-
missioners of education before his administration. A sampling of
the educational goals established by the first eight commissioners
bears this out. ) o

Victor Clark (1898-1900): To mold the minds of the Porto Rican
children and inspire them with the American spirit.'?

Martin Brumbaugh (1900-01): To transmit to the Porto Rieans
the spirit and ideals of the American people and to build up an
enthusiasm for the Repubhe.

Samucl McCune Lindsay (1902 04): To extend to Porto Rico
the American principles of government, ideals of conduct and of
life=to inculcate respeet and love for the heroes of the past and for
the history of the Republic. _

Roland Falkner (1904-07): To make English the medium of
instrction—to draw the two peoples closer together.,

Edivcin Dexter (1907-12): To have Washington. Father of the
country, hold a place in the hearts of the Porto Rican children.

ehivin Bainter (1912-15): To foster the patriotic motive
through mititany drills by Student Cadet companics.

Paud Miller (1915-21): To make students and teachers become
efficient propagandists, ready and able to take part in the molding
of public opinion along patriotic lines.

o1
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Juan Flughe (1921-30): To implant the spirit of America within
the hearts of our ehildren—to merge ourselves in the national life.'26

{"Porto Rieo™ was used in all official publications by the United
States until 1932 when the US. Congress passed a resolution of-
ficially accepting the name Puerto Rico)'??

The use of Spanish as a langnage of instruction in Puerto Rican
schools was extended in 1934 from the first four grades to the first
cight grades and subsequently restricted again to the first six grades
three years later. The insistence upon the use of English as a me-
dium of instruction was in concert with US. policy in all its terri-
torial possessions, Even as the Philippine Islands were granted inde-
pendence by the United States in 1934 (to become effective ten years

later) the ULS. insisted that—in the interim—public school instrue-

tion continue o be conducted in English.

Language conformity in the US. Mainland was used. according
to some observers, to sereen out undesirables from the social, educa-
tional, cconontic, and political processes. Knowing their only means
for commumnication offended the society in which they lived. forced
many inunigrants to maintain a low profile. It discouraged them
from getting involved in the social milien. They became voiceless,
invisible minorities. lmposing an English-only instructional policy
on children who could not understand English essentially foreclosed
them from an educational opportunity. Statutes imposing English
Linguage tests lor various oceupations (from lawyers to bankers)
restricted aceess (o the American eeconomie mainstream. English
literacy. required in more than three-fourths of the states as a con-
dition for voting, further limited access to the political arena,

THE CONCEPT OF PLURALISM

Unwilling or unable to assimilate into the dominant American
culture, southern and castern European immigrants, as well as the
visible minority  groups, maintained ethnic communities and
enclaves. They developed within-group institutions, ‘agencies. and
power structures for services in their ethnic communities. These
incluced Little [taly, Chinatown, Harlem. El Barrio and many others.
Movenment among these communities increased as education. econ-
omic development, jolitica! coalition. intermarriage. and cooperative
mechanisms were needed to cope with external forces attempting
domination.

What resulted was the continual development of a different
concept of nationality. accommodating and dignifving subna-
tionalities and contributing cultures. This move toward a central
tendeney which defined a new kind of national ethos and cultural
mosaic characterized the rise of the concept of “cultural pluralism.”
History chironicles the sequence of events in the early pluralist move-
ment from 1916 when John Dewey introduced the concept in an
address before the National Education Association to 1924 when
Horace Kallen unsuccessfully sought to show how cultural pluralism
made American life richer.!#* . '
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White the cultaral pluralists had an inspiring ideal. they lacked
the ability to actuatize it for they placed too much philosophical
cmphasis on the whole mosaic but negleeted the practical appli-
cations of the conceept to the constituent picces in the classroom.
Othiers niisunderstood cultural pluralism to mean teaching pres-
tisious foreign linguages (Frenceh, Spanish, and German) to Anglo-
Amecrican students so as to instill in them an appreciation for the
classies and the cultire of the major non-English-speaking, alt-
White European nations: France, Spaire, and Germany. Only token
efforts, it anv. were miade to apply the coneept of pluralism toward
respecting the caltural diversity within the nation itself and promot-
ing cquality amony the different national origin groups here.

FOREIGN LANGUAGE EDUCATION

The hevday tor foreign language studies lasted from just before
the begimning of the twentieth century to just before the First World
War--with Latin, German, and Freneh (in that order) predominating
in the pubtic high schools. Hall of all the secondary students at the
trn of the century were enrolled in Latin, [t was believed that
knowledge of this highly structured classical language helped stu-
dent= in the nnderstanding of modern languages—including their
own. Qe likely, however, many were taking it in preparation for
the study of medicine or law, Only six pereent of the nation’s stu-
dents were graduating from high school at that time. thus high
schoolers were likel to come from elite families.

More than 83 pereent of the American secondary sehool pupils
were learning some foreign language in 1910: 49 pereent were tak-
ine Latin: 31 percent were studving a modern language. En-
rollment in modern languages inereased graduaily from before the
twentieth centuny to 1915, when 36 pereent of all igh school pupils
were studving o modern language: 2.1 percent were learning Ger-
man: 9 pereent, French: and 3 pereent. Spanish.
©nterest in Spanish was increasing rapidly. On the other hand,

cenrollment in German. which had been on the rise sinee hefore the

turn of the century (it was second only to the prestigious—and often.
requiired—Lating dropped off dramatically just before World War 1.
Enrollment in Latin waned steadily through the twentieth cen-
e as edueation became less elitist and the practical application
ol Classical langaages was found to be limited. Still, Latin remained
the icacding foreign language taught in American high schools. Dur-
ine World War 1. the number of high school pupils studying Latin
was approximately the same as the aggregate number of pupils
taking all the modern languages offered in the nation’s high schools.
The introduction of Freneh instruction in the elementary
<chools of Cleveland in 1922 did not have a marked effect on the
popularity of Freneh in the nation’s high schools, although it is
aeneraliy considered that this was the birth of the FLES (Foreign .
Languages in the Elementary Schools) movement, which was to
Nourish thirty vears later.'? fronically, while French was being
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tanght as a aurricular enrichment to Anglophone students in
Cleveland, the nation's scheols were still refusing to use foreign
languages to teach chitdren who could not understand English. By
so doing, the schools were perpetuating a social stratification which
had historically given different groups in our society different levels
of access to the nation’s socioeconomic resources. !0

PRESERVING NATIVE LANGUAGE AND CULTURE

A number of school systems in the United States began to
provide a portion of instruction to non-English-speaking children
in their native language. In 1923, the native language was used in

Tueson, AZ public schools in cases where there was no other way.

to teach a lesson'™ Six years later, Mexican-American children in
San Antonio were helping develop curriculum materials based on
their own background and experiences. In 1931 the Burbank, CA
school system established a program to build Mexican American
children’s ability in English and improve their self confidence by
starting them on svoup projects and gradually introducing subject
areas in English.' There were several non-public Franco-American
schools in New England between the world wars, including both

clementary and secondary schools as well as colleges. There were |

also Chinese and Japanese afternoon schools in Hawaii and on the
West Coast to teach the language and heritage of their native coun-
trics to their children. Other ethnic groups. through cominunity
organizations or religious institutions, also provided after- school
classes in sueh languages as Greek and Hebrew so that children who

-were learning only English in public schools could maintain their

traditional mother tongue. Several organizations were formed for
the defense and promotion of foreign languages in the United States.

The period beginning with the Indian Reorganization Act in
1923 1—ten vears after Indians were declared American citizens—did
evidence a sympathetic policy which fostered the revitalization of
lanevages, Native religions, and such aspecets of L\prﬂsswe culture
as dance. music, art, and other types of folklore,

In addition to the efforts of ethnic groups to maintain and
cdevelop their own culture, there were intercultural or intergroup
education movements to teach “each about every” in eiforts to
promote greater tolerance and respect across ethnic and racial
groups. The beginning s of these efforts can be traced to ethnic stud-
ies Classes begun in the late 1920s in Woodbury. NJ by a high school
teacher (of Welsh exiraction), Rachel Davis Dubois. That movement
flourished during the late 1930s and 1940s, resulting in ethnic
~tudies curricula in schools in Cleveland, Denver, Minneapolis,
Pittsburgh, and other cities. In 1940 the Franco-Aniericans had 249
mi anglais. mi-frangais. @ part égales'™ Frenen- medium schools
with more than 88.000 pupils,

The 1930s began with the Great Depression. The xenophobic
sentiments of the times, somewhat justified by belligegent develop-
ments overseas, were exacerbated by the bread-and-butter issue of
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tcmplovment. lmigration to the United States plunged sixty per-
centin 1 and continued to drop for the next two vears (o 23.000
in 1933 the lowest inea huandred vears, '

Necdless to sav, bilingual education was not a national priority.
Fracmented etforts to keep the coneept alive were meeting with
nuxedh reactions inan infertile atmosphere. Even some ol the re-
~carch conducted to stady the resalts ol hilingualism was producing
mconsistent and, cigo, inconchisive resutts,

I the carly 19305, Smith'* and Raubicheek! reported ve-
seareh evidenee shoving o correlation hetween hilinguaiisin and
stuttering, These findings were substantiated four years later by a
nore intensive stndy conducted by Travis, Johnson, and Shover ¢
This stadve of children in nine pablic schools in Chicago revealed
that there were more stutterers among bilinguals than among
monolingnals (2.8 pereent to LS pereent), 1t also was found that 26
percent of the hilingnal stuttering group began to stutter during the
tune that the second language was introduced.

On the other hand, MeCarthy' and Beekey™ were among
~everal researchers who found that bilingualism was not a serious
hondicap in speceh development. Other Lactors (e, the speech en-
vironmernt), rather than bilingualism, were noted to be the most
signilicant causes of poor speech development. {Jensen, in examin-
e the resnlts o the TravissJohnson-Shover study 25 vears later,
pointed out that atthough this evidence suggested some correlation
between bilingualism and stuttering, the investigators hastened to
assert that the causal connecti-n had not been necessarily estab-
lished. )

As carlvoas 1937, rescarch studies denied any ties between
bilinguatisi and low mental development. Arsenian, in his study of
the relationship of bilingualism and mental development. concluded
that “bilingual children as compared with monoglot children ot the
same age and environment were neither retarded nor aceclerated
in their mental development7He

Amone the most noteworthy findings in support of’ bi-
lingualism were those derived from studies conducted by Carrow

and Spocrl. Carrow reported relatively no detrimental effeets on the .

bilingial child's ability in spelling, total verbal output. clause length,
decrec of subordination, or in complexity of sentence structure'!
Spoert reported that at the college level, bilingual students had no
~tenificant ingnage handicap and even possessed some advan- '
tages. '

Bilingialisim, however, was never realtly valued by American
society. By 193, less than twenty pereent of all secondary school
~tudents in the United States were studyving a modern language and
only sixteen pereent were studyving Latin, Eleven pereent of all high
<choolers were enrolled in Freneh and six pereent in Spanish, mak-
ing these the two leading foreign linguage-attractions, That ranking
of langnage popularity held true during the period between the two
world wars: (1) Latin. (2) French, and (3) Spanish.' German, which
had been the most popular modern language before the turn of the
century, was now practically out of the picture.
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RESTRICTION OF FOREIGN LANGUAGLS

The anti German seatiment prevailed during the period be-
nveen the two world wars, Most hieh school and eollege admin,s-
trators were reluctant to add German courses o the curricula of
their institmtions becanse German Lad become the "barbarice tongue
ob o race eUwarriors” This notion was given eredence in the 1930s
wothe German American Bund, a neo Nazi outtits whose loyvalty to
the United States wos opent to quiestion. Al hough the number of
New Jersev memby vs was not oo high, New York Bundists et up
two camps it New Jersev 9 et in the midstof this hostire environ-
Cent the st Dewsche Sprachschude [German Language School)

i New Jersov was tounded by the congregasion ol the Emanuel

Methodist Chureh of Newark in 1934, With the cntranee ol the
Tnited staies into Would Wae 1 the sehool imniediately—anid onits
own initiative - <t spended classes, which were not resumed until
195040+

Diinenal edueation in the United States was offieiatly restricted
from beaore Warld War 1 to alter World War 1T admost to the point
of extinction. The hanwas enforeed not only against Gernan-speak-
e peoples bt against all langiage minorities.

Japimese childven in Hawaii had been attending two schools
cach divs the regular public schools where they studied the standard
crirrienlom, and special schools where, after hours, they learned the
Limerace of their parents” native land. But the Pearl Harbor attack
toreed the closing of these limguage and culture schools. Tronically.
atany ol the tormer students and teachers of these condemned
~ctiools pnt their hilinglmlism to use during World War I by serving
as interpreters in the US) Armed Forees,

Most Chinese and.Japanese-American schools, which had also
come under heavy eriticisnn before World War 1L were discontinued
atter President Roosevelt signed Executive Order 9066 in 1912
anthorizing the mass roundup of 115,000 Nikkei (Japanese-Anieri-
cans) from their homes on the West Coast. The evacnees—two-thirds
ol whom were Nisei (natural-born American eitizens ol Japinese
Py were imprisoned without trials in what has been called

The worst single wholesale violation of Civil Rights in US. his-
fon T They were Kept in concentration camps throughout ten
ditferent states ler reasons of “national seeurine (Neither Ger-
mans nor lalizms - cnd certainly no Americans of German or ltalian
deseent- -were interned. exeept diplomats and clearly-defined enemy
agents) Records show, ineidemtally, that the decision for mass
evicuation wasureged by California's Attorney General Eorl Warren,
who becanie governor ol the State that same vear. Warren, who
welve vears later would write an important chapter in the history
ol American Civil Rights through his ruling as Supreme Court Jus-
tice in Broten v, Board of Education, reportedly could not determine
which of California’s Japanese-Americans could be trusted.! ™ Many
ather prontinent individuals and organizations spoke out against
the Japanese. These included Chambers of Conmerce, Farm Bu-
reans, arrd American Legion Posts, I the mids OLlhlS wholesale
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xenophobiaJapanese businesses discontinued using the Japanese
Lingnaee with therr customers and many Japanese Lamilies used
ouly English everrat home. Japanese schools remained sh for the
duration of the war, and only a few survived afterwards, Yeto many
Japanese - Americans such as Prof. Henne Tatsumi contributed great-
Iv 1o the war effort by teaching the Japanese inguage to American
ollivers 1 a0 ~chiool et up tor this purpose in Boulder; CO. And.
meidentally, no evidence ol treason or sabotage by Japanese-Ameri-
cans was nneovered even after careful investigations by military

Cauthorities.

In reaction to the events after Peart Harbor, in 1943 legiskation
was passed in Hawaii attempting to regulate private {oreign
Linetage schools by setting age limits before which one was
protubited from studving a foreign language. This was all part of
the eftort to insure proficiency in English before any other language
was learned. I fact, the Nationality Aet passed in 1940 required
~poken English for naturalization. :

MEXICAN-AMERICAN PUPILS IN
ANGLO-AMERICAN SCHOOLS

Language restrictions were also applied against Mexican-
Antericans, - Spanishi-speaking persons had been counted for the
first time by the 1940 Census, althongh only a five percent sample
wits Liken, Ten vears carlier the Census had identified "Méexicans”
(persotls of Spanish colonial descent) as a racial classification.

The shortage of workers caused by the Second World War
brought about the Bracero Program. established in 1942 to bring
~hort term Mexican contract laborers to the United States, primarily
for agricultural work. (The program lasted more than twenty years.)
The braceros were poor, often illiterate, and could not speak English.
This added 1o the alreadyv-negative image Mexican-Americans had
in the United States and greatly inercased diserimination against
them. : '

Unlike the case of German-Americans. the violation of the civil
richts of Mexican-Americans “wias not prompied by war with the
cthnic group's homeland but rather because of their different racial
backeround. Presimably they would have to suffer extensive social
discrimination similar to that against Blacks. And suffer they did.

In the fifty-vear period following the First World War, conntless
stidies documented the educational plight of the Mexican-Ameri-
cans in the United States, Typically, these reports noted that most
Spanish surnamed children were functioning on the average of
three vears below their Anglophone counterparts, their dropout
rates were twice as high as Blacks, and their parents were carming
one hall the per capita income of Anglo-Americans. Some school
districts had Mexican-only schools. ‘

Recommendations inchided an end te segregated schools for
Mexican-American children, improved teacher training, and more
efficieney in teaching English. These reports and recommendations,
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however, tell o deat cars. The great majority of Spanish-speaking
children who were 1 school received no special consideration, de-
spite their dittficnty m learnmig English, Noooverall progranin was
developed at that tme to aid any particular language minority
group. Whatever efforts were made in response to the needs of these
chiifdren were iprovised, most often directly in answer to specific
problers,

Cordasco cited two examples of edneators who built on the
cnltnral strengeths that children bronght to the school. One was
District Schiool Superintendent Julin Richman, whose progrinns
represented the first evidenee of attempts by sehools in New York
CHv to respond systentatically to the problems ol teaching ehildren
of limited or no English speaking ability. The other was Leonard
Covello, a high school principal from 1931 1o 1957, who was himself
an Tttt inuigront. B Cordasceo was also quick to point out that

Toth of these cducators were the exeeptions, not the rube

WORLD WAR II EXPERIENCE

The mmabilitvy of the United States Anned Forees 1o com-
mnnicate with the nation's allies or other nations in any language
bBat English during World War I was not only embarrassing, it was
dangerons. The urgeney of the need to speak more than one
Limenage sartaced time and time again during the campaign,

1. Onlyv a tew American soldiers were able 1o interrogate pris-
oners or understand captured documents, Sometimes, by the time
they eot the prisoners or the doctnments to an interpreter, the infor:
mation wias stale and nseless.

~ 20 Many conld not nnderstand road signs during eritical troop
movenients nor simple street or bunkding signs in captired towns,
(While it is trme that the énemy would occasionally switch signs
around to confuse and disorient our troops. the switeh would have
been easier o deteet if the meaning of the signs was clearly known.
Because of their toreign language illiteracy, our soldiers were often
unable to plant their own false signs, broadeast from captured radio
stations, or othenwvise deceive the enemy.) o

3. Local civilians, svinpathetic to the United States, would offer
critical intelligence data about enemy positions, strength, and move-
ments—hbut our servicenien could not understand the information,

4. Guls conld not even commmnicate with some of our allies
who spoke French, Russian, Spanish, and other major languages,

5. While it was relatively easy for many enemy soldiers (who
spoke English fluently) to infiltrate American troops, it was prac-
tically impossible for Americans to do the same, for few spoke the
langnage of the enemy and rarely did they speak it well enough o
pass.

The valne of knowing another language was dramatized when.
after the Japanese had consistently broken -all U.S. military codes

"in the Pacific combat zone, Americans began using-the little-known, -
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nnwritten Navigo ingnage as the medinm for communijcation hy
radio aperators Four lnndred Navajo marines, who volunteered for
the mission, were cntrusted with the responsibility of transmitting
the militany's top battle plans, They were assigned in pairs to every
unit in the Marine Corps. Messages were relayed in spoken Navajo
andd translated into Enelish by a Navajo receiver, These Navajo “code
Clker<T batfled the Japanese (who never hroke the code). thereby
wvinge conntess American lives, contributing in no simallway to the
wiceess of critical military operations, and mending the dangerous
cap in onr national seenrity-—by speaking a iingnage they had been
torbidden to speak in many parts of their own country.'™ Mohawks
served the same purpose in Gen. Patton’s Third Army.

Many other instances are known which prove the valie of
knowing another laneuage. The few US, servicemen who were fluent
m Germarn, Halian, or Japanese were considered premium personnel
and  often were the most important people in their
units-—understandably.

The decline of modern foreign kinguage studies, which started
jnst hetore World War 1 had continued during the period between
the two world wars and did not end nntil 1948 when only fourteen
percent of the American high school students were enrolled in the
~tidy o maodern languages. In fact, an all-time-low 22 pereent of all
secondany stadents were studving loreign - languages. Spanish,
whose popularity was growing steadily. had reached parity with
Latinn, whose cnrollment was still declining, Each claimed cight per-
cent ol the forcien language students, French was now third and
Gennan was stll nnpopualar

Made suddenly aware of the danger of linguistic homogeneity.
the TS covernment quickly organized the Army Specialized Train-
i Progrun for the purpose of teaching selected military personnel
by the most intensive methods how to understand and speak other
Lanenaees,

RECOVERY OF BILINGUALISM

After the war, laree numbers of our servicemen who had per-
~onallv (1) experienced  linguistic handicaps and (2) witnessed
lingistic pharalism abroad returned home from Europe and Asia
convinced it our schools shonkd modify their language policy for
the nre seneration. The impetus for change came from several
directions.

o Inthe carly 1950s, U.S. Commissioner of’ Education Earl J.
MeGrath actively promoted the FLES movement. which had-begun
in Cleveland thirty vears carlier. The program was extended to cities
irr the South where Spanish instruction was introduced as a sign
of “hemispherie solidarity.”™ The new national posture toward
forcign langnage instruction combined with the recognition of the
needs of lingrastic minorities signaled the beginning of the recovery
tor bilingnat education from the decline suffered since the turn of

the century,
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The Foreign Language Program of the Modern Language
Association, with the assistanee of the American Council for the
Teaching of Foreign Languages. took the lead in encouraging the
development of foreign language programs in secondary schools and

colleges.

3. Pedagopical advances, which in large part owed lhelr in-
spiration to the successful Army Language Schools. profoundly af-
fected toreign language lm(lnm_, methods. The methodology for
teaching English s a second language was also greatly influenced
by the development of the new audiolingual approach in language
instruction.

1. On anothér front, the Ford Foundation. helped Columbia
University establish a Russian Institute and helped Harvard Univer- |
sity set up a Russian Research Center to promete the study of
Russian history, polities. economies. and literature, 5! Incidentaily.
a Russian classroom was set up after World War II at Reed Farm.
a temporary home for Russian displaced persons,

5. On still another front, returning veterans who were mem-
bers ol minority groups were newly-sensitized 1o their position as
seeond elass citizens, A firin determination to leave a legacy of hope
to their chitdren. which coincided with the changes in attitude
toward minorities that began to be felt in the larger society. led 1o
the formation of organizations for the purpose of launching literacy
and educational improvement campaigns, One typical result was the
“Little Schoots of the 100, preschool elasses set up to help Chieano
children learn the four hundred most common words of American

English in preparation for enteringsthe public school system. This

was a lirst step in recognizing the needs of linguistic minorities in
the United States in the twentieth eentury.

It wonld take anothier decade and additional national security
threats before the nation would get serious about encouraging
foreign inguage learning in our schools. It would take two decades
for it to get serions about helping Linguage minorities succeed in
the public schools. Meanwhile. the emphasis on English would con-
timuie.

In 1950 a kw was passed in Louisiana mandating English as
the Language of legal notices, business records. instruction in the
public schools, and juror qualifications—although contracts ex-
ccuted in Freneh were recognized as valid. In the same year, amend-
ments of the 1940 Nationality Act required English lllem(v (reading,
writing, and speaking) as a condition for naturalization. (Pcoplc over
fif1v vears of age who had been residents of the U.S. for twenty years
were exemplted.)

National demographic developments, however., were edging the
nation closer to the need for a redefinition of its language policy.
()n the basis of a twenty percent sample, the 1950 Census identified

2.3 million Spanish- surnamed people in Arizona. California, Colo-
ado. New Mexico. and Texas. These five southwestern states ac-
counted for more than eighty percent of all persons with Spanish
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as their mother tongue in the United States. This was the first vear
the Censts nsed identification by Spanish surname. although there
was confusion with surnanies which were identical o Spanish
surtnies but belonged to other ethnic groups (Italian. Portuguese.
even English). The name “Martin.” for example. had identical spell-
ing as “Martin” Inaddition. a woman who was not of Spanish origin
or descent could gain o Spanish surname through marriage. Yet a
Hispanic worman could. likewise, fose her Spanish surname through
marriage,
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5 The Puerto Ricans

ROUND THE MID-TWENTIETH CENTURY. the nation’s

large city schools enrolted second ard third generation chil-

dren of European ancestry as well as the grandchildren and
great grandcehildren of African slaves, The schools had not con-
querec the problems of these ¢ hildren's parents and grandparents;
they had merely survived them. Immigration had ebbed for fifteen
vears prior to the end of World War 1L Not ‘unlike the rest of sociely
the schools had assumed the posture of waiting for things to “nor-
malize." 1 The remaining immigrant school children would either
lean English or grow out of school and the schools could get on
with the business ol teaching. With these utopian expectations,
then, it must have come as a rude surprise when immigration
resumed in 1946—inchading 400,000 displaced Europeans who had
been victims of the circumstances of war. The Northeast. especially
the mid-Adantic states, were particularly impacted by two migratory
groups— both ol whom were American citizens. minorities, and very
poar. One consisted of southern Blacks. who had been migrating
north since the Reconstruction. Their children spoke English and
thus presented no particular problem to the schools of their adopted
citics—at least not a linguistic problem, The other group, however,
was migrating en masse for the first time and their children were
different —culturally -and linguistically.

These-newcomers were different in many ways from previous
groups arriving at these shores. For one thing, they did not land
at our shores (literally) but at major airports, constituting the first
aithorne mass migration in history. They were coming from this
hemisphere: from Puerto Rico. a small island in the Caribbean
which had been a US. territory for half a century. Consequently, they
were not iimmigrants in the technical sense, Ihcv were US. citizens
(event before their arrival here) pioneering a new frontier. as other
Americans before them during the westward expansion.

Yer they resembled immigrants of the past in that they were
verv poor and uneducated, spoke no English, and their work ex-
pericnee had been limited to agriculture and unskilled labor. They
~hared awillingness to work (no matter how menial or backbreaking
the jobs), rdreams of prosperity, and high hopes for their children.
However, early imniigrants had arrived during agrarian times when
tand was plentitul (free or very inexpensive) so they could live off
their farming skills, Others had arrived during industrial times
when the phvsical ability and wxlh_ng_,néss to work were sufficient
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for cconomic stvival, and entrepreneurship provided a viable ap-
proach to financial suecess.

By the time the Puerto Rican migration hegan, the land was
oceupicd by sprawling cities. Whatever farmland was left was private
property and the Puerto Rican agricultural experience (mostly with
tropteal crops) had limited application in the Northeast. Puerto
Ricans were arriving during the post-industrial era—at a time when
automation was replacing manual kibor: the dawn of the age of the
computer. High academic, vocational and technological skills were
now essential requirements for an adequate lifestvle. In addition,
these neweomers would have to compete against retnrning veterans
(who. rightfully. were given preference). displaced persons (such as
Hungarians, Russians, and Ukrainians). and southern Blacks mi-
grating to the North.

Puerto Ricans differed from previous immigrants in another
important way. Because of liberal racial integration on the island.
a great awany of them were swarthy-complexioned. I a color-con-
ciotts socicty, this would seriously hinder their assimilation into
the American “melting pot.”

LACK OF EDUCATIONAL RESOURCES IN P.R.

Many children coming from Puerto Rico to U.S. Mainland
wchools sultered trom the double handicap of unfamiliarity with the
English language and  lack of previous educational ex-
pericnce—-sometimes approaching complete illiteracy. Indeed. 29
pereent of the adult population of Puerto Rico in 1947 wes illiterate
compared 1o three pereent in the continental United States,'™

Edueation was not compulsory on the island at that time sim-
ply becanse the govermment could not provide schools for every-
one ™ From 1940 to 1945, for example. Puerto Rico’s schools had
heen able to accommodate only half of the school-age population.
Of the children entering school each vear. half left during the second
gricde —after only a vear and o hall of instruetion.’s® On the average,
85 pereent had dropped out before twelve vears of school, Fewer than
cight pereent between the ages of 19 and 22 were attending a univer-
sity in 1949, 1t was not until 1957 that the Commonwecalth was able
(0 offer a basic elementany edueation for all the children of elemen-
tary school age. Adding to the island's inability- to provide a mean-
ingful ceducation to its citizenry, the government vacillation over
Lingiage policy served to confuse several generations of Puerto
Rican students, ™

LANGUAGE POLICIES IN PUERTO RICO

The teaching of English as a scecond language had been a factor
of great importance in the history of Puerto Rican schooling since
the United States took over the island at the turn of the century.
It wis clear ihat the need for English on the istand would not be |
satisfied by giving superficial instruction in the language to a lim-
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ited ntunber of stndents, The guestion facing the school system had

been how to create and maintain a situeation inwhich every Puerto
Rican could acquire tunctional bitinguatism—that is. the ability to
add to the Spanish vernacular a mastery of English whicht one could
ise efficiently for anderstanding, speaking, reading, and writing, It
took o great deal of experimentation—mostly of the trial and crror
varictv-—to detfine o Paerto Rican poliey of instruction that would
translate the desired American philosophy of education into Puerto
Rican terms and needs, There had been no less than seven distinet
langaage policies for the teaching of English in the public schools
of Puerto Rico during the first halt of the century. A policy for-
mulated in T948 re-established Spanish as the medium of instruce-
tion in ale grades with English taught as a required foreign
language, ;

Since English instraction in Puerto Rico began in first grade
and inereased gradually, the extent of exposure to English depended
upon the stedent's grade level. Obviously., children who had not been
to school vet had no exposure to English,

Yeu it was not much better for older children who had enjoved
the benefit of substantially more English instruction for, as a rule,
the teaching of English was handled by native speakers of Spanish,
most ol whour hoed never been off the island and who could not
properly model the nguage they were trving to teach, The extent
ol instruction was Himited to less than one hour per day and ine
crvironmment did not provide the opportunity to practice the new
ngnage. Radio and newspapers were in Spanish, the students’
tnities and friends spoke Spanish. and the school's language was
Spanish. Even English was taught in Spanish. (The vocabulary. of

Scourse, wis English: but grammatical coneepts were explained in

Spanishgt

PUERTO RICAN STUDENTS IN

-U.S. MAINLAND SCHOOLS

When thevigrated, Paerto Rican students discovered that the
Enelish they had been taught on the istand sehools bore Hittle simi-
larity to the brand of English spoken in the States. Written English
wirs essentially - the same, but the pronunciation. inflection. andl
cadence of spoken English here came as an unpleasant | sur-
prise-—indecd a shock. The sitnation was exacerbated by the pres-
sure ol the speed i which “real” conversations normally [low, Learn-

Jng techniguees (isolating each word heard, decoding it and quickly

rearraneing the syntax o figure out meanings) did not work here,
Anglophones did not wait for each phrase to sink in and be under-
stood by Paerto Ricans before proceeding with the next. Neither did
itpaticnt listeners tolerate English mispronounced haltingly one ...
word L.oat oLaL . time Television was not vetavailable to provide
a nenthreatening model, The frequent encounters with slang,
dialeets, and other such lingo exacerbated the problem. Students
who had learned to say 1 am not doing angli/\g" very slowly would
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be devastated by the rapidlv fired “Ah ui.fn'l doin” nut'n.”

Missing wis the transtator who would come to the rescue when-
ever they were stuck: a role that had been'plaved by teachers on the
island. Puerto Rican students in United, States Mainland schools
relicd heavile on their textbooks for learning vocabulary, gram-
me tieal patterns, and subject matter, Class participation was vir-
tadlyv impossible. Testing was a ludicrous experience. for tests
purporting to measure intelligenee or comprehension and retention
ol content matter were merely reflecting the students” English defi-
cienicies, It is aomatter ol record that (lurﬁng the 1950s almost every
Hispanic student in the States who wasnon-English-speaking was
lubeled “handicapped.” a disproportiotjate number ol them were
placed in classes for the mentally retafded. and the vast mgjority
dropped out of school. /

INSTITUTIONAL RESPONSES

Anterican schools in the fifties used five basic approaches to
handle the children of these rew migrants: the "sink or swim”
approach, the “downgrading”™ approach. the “slow learner™ ap-
proach. the “language-osmosis™ approach. and the “vocabulary-
building”™ approach. '

I. Sirde or Swim Approach—These schools were totally un-
prepared for the newceomers and. in the absence of guicdelines to the
contrary, merel: provided these students with the same facilities,
textbooks. tenchers, and curriculum as was provided o everyone -
else. The onus was on the students to survive the school experience.
The extent of assistance provided Puerto Rican students under this
approach was limited to pairing them with somewhat senior Puerto
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Rican “big hrothers™ who would trv—io the extent of their own
abilities—1to channel the neweomers through the complexities of
language and school organization: or to assigning an Anglophone

~studend to "monitor” them (make sure they did not get lost while
changing classes between periods. mase sure they had their books

opened to the right page): or to volunitary tutoring by a teacher who
had studied Spanish in college. '

2. Dourngracling Approach—Many school districts tried to
avoid problems by arbitrarily placing all Pueito Rican trensfer stu-
dents one or two vears behinel their grade level. Apparently these
educators were diagnosing o problem resulting from a language

. barricr as a problem stemming from lack of intefligence—for if a

child does not unders:and English. it does not matter if the speaker
is a ninth grade teacher or a seventh grade teacher anymore than
it matters il the teacher whispers or shouts. The consequences of
this practice were overage students fumbling in the midst of chil-
dren who were two or three vears younger than they—adding insult
o injury.

3. Slow learner Appreach—This approach. common especially
where the density of Hispanic children was low and the school
authorities were less knowledgeable about the problems of such
children, was followed by many educators who had not considered
or who had rejected the possible relevance of linguisties to the
problems of these students. In other words, the problem had becn
perecived to be not one of linguistic and cultural differences but
again a basic lack of intelligence. On the basis of standardized but
culturally-biased tests administered in English, Hispanic children’s
intelligence was determined to be low. Consequently, they were
placed in low-achicverment groups where the level of expectation by
both the school and the pupils themselves combined to realize a self-
fulfilling nrophecy. Under these circumstances, Hispanic children
received little to challenige their intelligence and gave little in return.
Too often they remained in the low-achievement class year after year.
with a social promotion now and then. untii they were old enough
to join the ranks of the unemployable.

In cases when there was a number of [Hispanics in a school,

they may have found themselves isolated from the main instruc-

tional program, either as a result-of de facto segregation or as a
result of separate elasses set up (o deal with special problems but
without special and relevant resources in personnel and materials.
The school's goal of maintaining standards was thus supported by
protecting the regular students from the watered-down curriculum
of the low achievers.

1. Language-osmosis Approach--Another approach to dealing
with the educational problems-of Hispanics was one of osmosis.
Thosc using this approach. while recognizing the language problem,
believed that children would absorb the new language by mere ex-
posure to it. '

Neither the slow-learner nor the language-osmosis approach
did anything to correct. the language problem per se. The former

o ' O 1
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denied the problem: the latter denied the solution. In most cases.
incidentally, these two approaches could be found in combination.
Children were expected 1o learn by osmosis: when they failed to
fearn. they were classified as slow learners and placed accordingly.

5. Vocabulary-building Approach—This approach. which ac-
knowledged 0 linguistic problem and attempted to resolve it
Neurished nationally in the 194105 and 1950s under the sponsorship
of educational leaders in the Southwest such as Lloyvd S, Tireman !>
Progrims following this approach were often referred to as pre-
linguistic because they focused on vocabulary items as the funda-
mentai building blocks of kanguage. Inherent in such word-centered
programs were the problems of expeceting childrenn from another
language background to build sentences in English without a syn-
tactic ramework into which they could put the words they had been
tearning. This approach commonly failed to distinguish between the
need for vocabulan development of children who spoke English as
their first langnage and the linguistic needs of non-English-speak-
ing chilkdren, which included not only vocabulary but also the mas-
tery of 4 new language systen.

SCHOOLS UNPREPARED

Prevailing attitudes, values, priorities, and other circumstances
of the times permeated and. of course. altered signilicantly the
preceding maodels of schooling. At that time. for example, teacher
preparation institutions in the United States were not training
teachers o educate “foreign™ pupils. American teachers were being
trained to teach American pupils who shared their language. cul-
tural tilestyles, and values, When pupils could not speak English,
teachers “logically”™ feli that it was hopeless to try to teach them.

Cultural clasties contributed to a great deal of misunderstand-
ing. When children avoided eve contact when questioned. teachers
sincerely believed the children were lying. Teachers had no way of
knowing that the children liad been taught to lower their eyes—as
a sign of respeet—when speaking with their clders.

If the teachers requested the parents to visit the school and the
parents declined, the teachers naturally believed that the parents
were 1ot interested in their child's schooling. Teachers here were
anaware that in Puerto Rico parents delegated the education of
their children to the professionals. They trusted the teachers and
didd not wish to “interfere” with the work ol the schools.

Teachers lacked the skills and schools Tacked the resourcees (o
help these neweomers, Textbooks, especially history and social stud-
ies texts, neglected o identifv any positive contributions by His-
panics to the shaping of our nation, to the scicncees, or to the arts.
A comprehensive study by the American Council on Education
found textbooks in use throughout the United States in 1949 tobe
distressingly inadequate. inappropriaic. and even damaging to mi-
nority groups. The study observed that the Spanish-speaking people
of the United States were largely ignored: if not. they were sometimes
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deatt with in terms likely o intensify prevalent stereotypes. !

Obviousty, not all the difficulties of Puerto Rican students were
rebated 1o the schools, Many were deeply rooted in the conditions
of abject poverty in which they lived. Parental assistance normally
available 1o most middle-class children. such as school readiness
activities, help with school homework, trips, books. and occasional
intellectual conversations, were lacking in the homes of the majority
of aerto Rican children at that time. Often a teenage brother or
sister wis found rearing vounger members of the family while the
fathier, mother, or both worked. Many Puerto Rican children were
inadequately clothed to withstand the cold winters to which Anglo-
Americans were accustomed. (Temperatres below seventy degrees
were rare in Puerto Rico.) Smm were wearing shoes to school for
the first time -

PUERTO RICANS WERE DIFFERENT

Other differences between mid-twentieth century Pucrto Rican
micrants and European immigrants of the past. which were not
immediately apparent when Puerto Rican migration began, were
manifested during the first decade of migration. They offer some
insight as to why Puerto Ricans were unable or unwilling o as-
similate.

The arrival of Puerto Ricans was somewhat untimely. On one
haned, they came with agricultnral experience to a technological job
market, As Betanees often put it “They were confronting a computer
with a machete!” = On the other hand, civil rights and affinnative
action were 1ot vet national priorities.

2. Unlike inunigrants of the past. Puerte Ricans did not come
1o the States as aliens but as full-fledged American citizens, Thus,
an pnportant ineentive to learn English—as a requircment for
citizenship-—had been removed,

S0 Pnerto Ricans represented a group less separated in time
and distance from the langnage and customs of their homeland. The
proximity of their island combined with the ease of modern trans-
portation enabled lhu' 1o migrate back and forth as often as they
wished, This “cireutar™ migration prevented them from (()mpltl(‘l\
sheddine their Hifesivles, values, culture, and ianguage. (Most came
here with the hope of returning to the island some dayv.)

The half-century relationship with the United States had not
eriscd four centuries of Hispanie culture. Spain was still referred
to-- s il is in the rest o Latin America—as the "mother country”
Old Anglo-Spanish disputes, Protestant-Catholie clashes, and the
“blick legend™ syndrome—smoldering for ages—were being rekin-
dledd by the triction of mutual disdain, Unweleome in their new
environment, Puerio Ricans clung to their language and culure in
order to maintain a sense ol eommunity and to kKeep from being
annihilated socially and spiritualiv. Their linguistic lovalty and cul-
tural tenacity, however, aggravated the preblems between their chil-
dren and the schools. o

65



58 Diego Castellanos

~

5. While the TS, Mainfand was a melting pot of White ethnics.
Puerto Rico was o melting pet of the three major races: Cancasoidl.
Negroid. and Mongoloid. T color-conscious Americi. ihis made every
Prerto Rican “suspeet” despite the fact that cighty pereent of the
population of Puerto Rico was officially classified as Caucasian by
the 11S, Census, The vast majority of Pucerto Ricans here were per-
ceived as non White and were not readily permitted to assimitate.

6. The Latin calture was not as competitive as the:Anglo. This
was especially true of the lower socioeconomic level, Consequently.
Latino childrent were not “pushed™ by their parents to achieve and
(o succeed. Undereducated, poor. and unacquainted with the ¢om-
plexities of the nation’s political machinery. the parcis were unable
o influence the bureaucracy into responding to#their children’
Geeds, They aceepted the lack ol educational opportunity as a logical
conscequence of their poverty and of their children’s inability to
function in English. Faulting themselves for the failure. many chil-
dren often internalized  the prevailing teacher expectaiions of
them o phenomenon which would later result in a “Pygmalion”
svndrone. it
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The ESL Period

SERIES OF UNRELATED EVENTS occuring during a five-

vear period generated a chain ol institutional reactions

which in turn produced important windfall benefits for all
non-English-speaking students in the United States.”

THE BROWN DECISION

Alter 67 vears of a legally-nanctioned separate-but-equal pol-
iy, the LS, Supreme Court ruled in 1954, in the case ol Brown
v. Board of Education. that racially-based school segregation was
unconstitutional. The High Court stated the basic principle of equal
cduciational opportunity embodied in the Equal Protection Clause
of the Fourteenth Amendment—which had been enar ted after the
Civil War essentialis to protect the newly-acqrired freedom of thie

Black population. .

Today education is perhaps the most iniportan function of
the state and local governments, Compulsory school atiendance
Laws and the great exp endivures for education both demonstrate
our recognition of the in. ortance of education to our Jemoeratic
society. Children cannot be sueeessful in life if they are denied the
opportunity of an education. Such an opportunity. where the state
hias undertaken to provide it is « right which must be made
aratlable to all on equa’ rerms % (Emphasis added)

The Brown ruling, of course, did ot mention Hispanics. The
case had been initiated in an arca where the Hispanic population
was insignificant and was litigated at a time when Hispanics were
not vet a natiortal concern. However. the Court said that the decision
applicd also to “others similarly situated.” Cases challenging tlie
scgregation of Hispanices had preeeded Brown. although these had
not reachied the High Court. The very next year after Brotwn. a court
permitted the segregation of Hispanics for instructional purposes
only il cach child in the group was fonnd through testing to have
a “language impediment.”1e _ ‘

Without a doubt, the 1954 ruling in Brownv. Board of Educa-
tion ushered in a new era in American Civil Rights and paved the
way for subscquent legislation that would create programs for the:

———disadvataged-in-the-nutiors-schools: Other-national and inter-

national cvents of the 1950s influenced this nation’s posture on
forcign languages. its relationship with otl}\cr countries. and its
treatment of its linguistic minorities. U
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A LULL ON LINGUISTIC HOSTILITIES

American prestice was rdely jolted by the laanehing of Sput-
nik in 1957, a feat pereeived globally as evidenee that the United
States was drageing behind the Russians in the race for world
supremacy inacrospace. Sputnik led o the re-evaluation of the work
ol the schools and 1o the passage of the National Defense Education
Act in 1958, NDIZA placed (lll])ll isis on math, science, and foreign
Lanenages - the three arcas in which Russian education was seen
as suporiors (U promoted attention to the processes ol second
Linunage teaching and learning and enmphasized the retention and
expansion ol our foreign language resources,™  In addition. the Act
provided financial assistance o minority. group students who
wished to attend college and specialize in mathematies, scienee, or
torcien linguaees: and it funded summer training institutes for
forcion language teachers. It also provided funds for Soviet studies
At ~uch nniversities es California (Berkeley), Hlinois, Indiana, Mich-
i Ohio, Stantford, and Washington. Sputmik apparently also-gen-
crated some interest in the teaching of Russian and Italian in Ameri-
¢ high schools, Interest in learming these limguages, on the other
Lhand, was not sipnificant.

At least two other major Federal programs also involving mul-
tiple laneuage training were legislated in the sixties. Both originated
ot of concern for international understanding and cooperation. in
contrast to the Sputnik-motivated concern for national sccurity.
One was the Munnal Education and Coltural Exchange Program of
1osl (the Fulbricht-Havs Act): the other was the International
Education Act of 1966, Congress in 1961 declared the purpose of
it Calmral Exchange Program to be “the strengthening of ties
uniting ns with other countries, the promotion of international

cooperation, and the develepment of peaceful. hu ndhy relations be-

nween the Tnited States .m(l other cotntries.” The 1966 Congress,
in coacting the International Education Act, found knowledge of
other countries to be of the "nimost importance in promoting
moatual tnderstanding, and cooperation between nations.” The Act
entristed the Federal Government with the responsibility of assist-
mig in the development of resotrees for internationay study and
rescarch, and trained  personnel in academic and professional
fields e

None of these legishinve acts, however, succeeeded inomeeting,
the ol need for anenlightened citizenny, versed ininter-
nattonad altiirs, and Teent in o least one other lnguage. The
parpose of NDEA quickly fell ont ol pubhe view, Institutions of
hicher cducation tended for the most part to use NRDEA funds as
another source ol miseellinceous finaneial aid lor needy students,

Political lorees during the initial stages ol negotictions over NDEA--

sd not scen clear to inelude provisions for a massive public educa-
ton cilort, The actual need for national dedication to - foreign
Lmguages and internarional studies was played cdown, Congress
found institutions ready to aceept additional revenues, but over-
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estimated publie awareness of NDEA's purposeand need.'™ It was
believed that students were motivated more by the fact that a foreign
fanguage was a requirement for college admission than by the inten-
tion of putting the new language to practical use.

Even some educators were skeptical about the serious use of
asecond language in the classroont. Madorah Smith, who had cor-
related bitingualism o stuttering a quarter century before, was still
atrbuting more negative effeets to bilinguatism. Smith, in her
study ot preschool ehildren of Chinese ancestry in Hawaii. noted
that the bilingual children in her study, at the time of entering
school, were at about the level of three-year-old monolingual ehildren
in language development.' 70 Smith's findings tended to suggest that
a child coutd not learn two languages equaily well, for the linguistic
clements inone of the linguages would interfere in the development
of the other

Alaska and Hawaii beeame states in 1959, The realization that

these states were in other parts of the world far away from the

contiguous states of the Union—one was, in fact, overseas—served

to broaden the provineial view tong held by many Americans regard-

ing their nation. The fact that these new states had significant

populations  of  culturatly-different Eskimos  and  Polynesians

{(Hawaii. incidentally, had a White minority). helped to dissolve some -
of the ethnocentrisnn of Mainland U.S. citizens, That same year the

FO-B3 law regulating prvate foreign language schools in Hawaii was

dropped. At least a thousand private ethnic schools were using
languages other than English as media for instruetion in the US.

Maintand.

By 1960 the Census was documenting (based on a 25 pereent
o nnph ) the existence of 3.5 million Spanish-surnamed people in the
five southwestern states—an inerease ol more than 52 percent over
the 1950 fieures. The new data showed that Hispanies constituted
28 pereent of the population of New Mexico, 15 pereent of Arizona
and of Texas. and 9 percent of Colorado. The largest Hispanie popu-
Iation was in California, where almost L5 million were counted—an
increase of 88 pereent above the 1950 Census,

Although not included in the nationat count of Hispanices, there
were approxintely G00.000 Puerto Ricans living in the New York
arca circa 1960, A demographic profile of the Puerto Ricans who
were migrating to the states at the end of the 1950-60 decade would
have portrayed the following 7

I. More than h'lil' were in the 15-24 age group: more than 85
peree nl were under !
Three l(nulhs lm(] completed cight vears or iess of school:
nn(hllmd had attended high school.
3. Most were unskilled or semiskilled: more than half had no

-1. Most were tnable to speak English.
Their median family income in the U.S. Mainland would be
only /I pereent ol the national median income.
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The educitional level was worse for American Indians. inciden-
tallv: sixty pereent of adnbt Indians had less than-an eighth grade
cchication !

THE CUBAN INFLUX

Many observers believe that, of all the historical events of the
decade, the one that would have the greatest impact on linguistic
minoritics in the United States—especially  Hispanies—was  the
Cuban exodus triggered by Fidel Castro's coup d'etat in 1959. For
while many Puerto Ricans, Chicanos, Native Americans. and Asian-
Americans heed long ehafed under the intransigent monolingualism

“of American schools, their cconomice. social and political condition

of powerlessness had effectively precluded any real succeess in alter-
ing this pattern, As a strange coincidence, when Cuban exiles began
o arrive in Miami (and relocate elsewhere) schools all around the
country began cranking out special programs to address their needs
and those of other Spanish-speaking students.

Josue Gonzalez explained that the surge of educational services
at the erest of the Cuban influx was no coincidence, He listed at
least tive differences between Cubans and the indigenous Spanish-
speaking constitueney whicl would account for the dissimilar in-
stitutional response to_the needs_of the two groups.'#

1. Most Cubans were from the middie and upper-hiddie
classes, They had a strong literary tradition and were not unaware
or reticent about demanding adequate services from social and
political institntions. Additionally. they were politically cognizant of
the workings of institutions and knew how 1o “negotiate” 1o the
henelit of their children to a degree that was not then shared by
other national origin minorities in the United States.

9. Beemise most of the carly refugees came {rom the pro-
fessional class. they were able from the onscet to offer the services
of trained reachers and other educational personnel from their own
runks. In cases where certification or other eredentialing obstacles
existed, the Cuban Refugee Act offered financial assistance on a
seale not then {or sinee) available to other groups.

3. Politically. American institutions responded to the educa-
tional needs of Cubans as would befit transient refugees. Thus. their
needs were viewed as temporary (ostensibly. the Cubans would all
be retirning to Cuba as soon as the Castro insurrection was put
down). unlike those of the Puerto Rican or Chicano who presented
nore permanent or at least long-range potential for causing un-
wanted change. (As it thuned out. however, Cubans were not able
1o return home and became permanent residents—and citizens—of
the U1LS)

1 As victims of a Communist state. the refugees were wel-

Comned To CapTialisiShores ina ntanner which would demonstrate
1o the observing world that our society would go to any length 1o
Tharbor political exiles who share our political ideologics. (Other
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minorities were still seerets well kept from the eritical eves of other
countries))

5. Beeanse most of the carly Cuban refugees were ol
predominantly European stock. racisim was not a significant factor
in preventing their incorporation into the American mainstrean.

In response to the inflax of Cuban refugees, Dade County
(Miami). FL established a program of Spanish tor Spanish-speakers
(Spanish S) in 1961, In addition, the school system began to offer
clementany school classes in Spanish supplemenied by intensive
instrietion in English as a Sceond Language (ESL). The plan was
for students o spend about one semester in this speeial program,

“atter which time they would enter the regutar school programs while

continuing to be offered Spanish.

THE TEACHING OF ENGLISH
AS A SECOND LANGUAGE

Unitike the sitnation in Puerto Rico, English was not o required
<ubject in Cuban schools, While most Puerto Rican migrants could
~eldom speak English beeause they were unschooled, Cuban exiles,
atbeit edueated, were nnacquainted with the language upon their
arrival here, Their children, likewise, spoke no English whatsocever.
The tirst order of business, therefore, was to teach them English as
A secand hingiage by the most expedient way. This constituted the
lirst formal attemipt to help non-English-speaking students in the
twenticth centory, Three tvpes of programs were used initinlhye
oramupar translation, struetural andio-linguisties, and deseriptive
audio linguistios,

1. Grammar Translation Method—One of the first methods
nsed. which had heen poprtlar before the 1950s, was the "grammar-
translation™ method, Granmar rules and exceptions were tanght by
meins of elaborate explimadons, Students had 1o memorize these
rales and exceptions, plos lists of words with their gloss in the
native ngnage, Translation was emploved to test students’ com-
prehension and assimilation o grammar and vocabulary, Students
had very few opportunities to learn oral kinguage,

Teachers secimed to be more preoceupicd with proper gram-
matticat constraction, spelling, and verb conjngation. Thus, students
were better prepared lor reading, where they had all the time they
needed to analvze a sentence, transkate it literatly, and look up the
meaning of new words in o dictionany, They were seldom trained
to thhnk in the hinenage and to interact with native speakers,

Fhis had been the traditional methodology emploved in teaeh-
ing Latin and Greek, When needs for learning French, Spanish,
German, and other modern inguages arose, this classical method
of teaching was carrted over to satisfv the intetlectual desires of the
“mental fealties™ sehoot of thonght and the traditional humanistic
oricntation. which placed emphasis on literature. _

The major goals of the grammar-trans)j tipn soedhod were to

@
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prepare stadents lor exploring the depth and breadth of the second
Lgaee's literture and lor a greater understanding of the first
Laneuage. The method was more snitable for diterate adults and high
sehool studertts whose main interest was in the belles lettres of the
second language.

Laneuage teachers fater felt it should not have been used to
teach voung children whose flueney in a second language was re-
quired 1o achieve educational goals and social aceeptance. The .
erinnmar-transtation method was latgr discredited by modemn
linguists on two grounds: (1) its cmphasis on the written form of
the angnage. and (2) its teaching of grammar as preseription for
“correet” language.

2. Audio Lingual Approact (Structural)—As a result of the de-
velopiient of new paradigms in linguistics and psvehology, a rather
radical approach revolutionized the ficld ol second language teach-
ing in the 19505 The "aundio-lingual” movement was a reaction
agiinst the granunar-translation methaod, although its roots could
L troced haek to the 1880s in Europe.! 7 [t was developed by strue-
tural hngnists who were influenced by behavioral psvehology. The
most recent helnvoral school, stimubus-response psychology, was
claborated by Skinner.'7® He held that learning is the result of ex-
termal Lactors which seleet stinndi and reinforee responses until
desired hehavior is conditioned o oceur. In other words, the pro-
cesses of learning are viewed as the formation of the association of
stimulus and response under reinforcement condifions. Language
tearning is no ditferent from any other leained behavior which in-
volves complex skills, Thus. it is mechanical habit formation: and
second language learning is the formation of a second set of speech
habits. This theony rejected the mentalistic theory of learning which
held that the mind is the center of any leaming process.

Stractural Hrsuists working with unwritten indian languages
prior to the 1967 s, lor example, were convineed that language was
hasically ain oz phenomenon. Aceepting the stimulus-response the-
orv of learnir 2 they developed a seeord language approach based
on {our main assumplions, o

A Lajuage is speech. not eriting. Thereforegthe natural
order ol hinguage learning nust benistening speaking, reading, and
writing I other words, reading must stem from (rather than
precec 3 oral practice.

oA language is a st of habits. Sinee asel of habits must
be et ap gradually, the approach advocated programmed instrue-
tin - oh four basice prineiples:'7t

(1) specification of destred behavior

{27 minimal steps in learning

S etive Teeo L <o presented stimult
A unmedicie remioreement

Tie method used was that of mimicry-memorization (mini-
mein} and pattern drills. One had to try to avoid mistakes as much
. pussible because they were seen as the firststep in forming bad

Labits, 71‘-
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¢ Alanguage ischat s nedive spealkers saiy. notwhat some-
onc else thinks theg ought to sayg. Thus, no preseribing grammatical
tales should be tanght Instead, students nist memorize anthentic
sentences spokerr by native speakers, The more memorization the
better, for then students will have a large stock of genuine sentences
on which to base their analogies.

d. Languages are different. Measures must be taken  to
eradicate and avoid interferencee from students” native fanguages.

Thus, the approach advocated the exclusion of - first language from

~econd language instruction, In building up the student’s speech
habits, five steps were deemed necessany:

{1 Recognition—involves pereeption and r(‘v()unnon of the
structure and meaning of an utterance.

(2} Imitation—mimicking an utterance immediately after it is
pronounced by the teacher or recording,

(3} Repetition—reciting the sentence by memory,

(1 Variation—involves pattern drills ol the types of sentenees
already introdneed.

15) Selection —-the process by which the students choose the
appropriate sentences they have already memorized to fit their need
it new contexts,

The audio lingnal approach to language teaching was received
with optimism and enthusiasm. and its fiimpact on language instruc-
tion was tremendons. Texthooks based on the approach were widely
nsed The strengths of this approach lay in its emphasis on the
spoken aspect of Tanguage. 1t obtained excellent results in teaching
pronunciation, in reinforeing the student's auditory memory. and
in helping the stadent acquire the ability to process sounds dnd
utterances at native speed.

3. Andio Lingual Approach (Desceriptive)—A variation of the
Skinner approach followed the thinking of deseriptive linguists,
steh as Charles G Fries!'™ Dr, Fries. who served as a language
consuttant to the Departinent of Public Instruction of the Com-
monwealth of Puerto Rico, argued that in order to provide an cffi-
cient program in English for the non-English-speaking child. the
essential clements of inguage must be identified through a con-
trastive analvsis of English and the languasge of the learner. From
this analvsis it was held that the essentia, - mems to be taught
were those of preatest recurrence, that is, the points of contrast in
grammar and sound systems. The vocabulany needed for any given
conunnication purpose was supposed to vary with the learner’s
intention. interest. and experience,

For prodhuctive use the student needed a minimam of fanguage
forms 1o cover a maxinun number of situations. For receptive use
the student had to learn to re sp()n(l to a wide variety of language
fornis. as he or she had no control over the linguistic he hits of
others,

Advacates ot applicd deseriptive Hinguisties further argued that
langnage-tearning experiences should proceed through three basie
stages: (1) simple imitation on the part of the leamers. (2) leamers
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conscionshy seleet o particular form or arrangement of words
troneh substinnton or conversation ol sentence patterns previous-
v practiced. and (3] learners: demonstrate their mastery over a
finguistic feature by using it more or less spontancousty while their
attention is focused on other features of the communication situ-
JAtorn. : .

The tse of either the Skinner or the Fries approach to ESL
restbied in extensive and highlv-structured pattern practices de-
<igned to hielp the non English speaking child master the grammar
atd sonnd svstems of English through repetition.

Still another approach to teaching ESL {as well as foreign
Linaiaees) was developed by Caleb Gattegno. The methodology de-
rived its mame, “The Silent Way,” from the nonverbal role ol the
teacher as a facilitator of learmming—using nothing more than a set
of colored rods. The strategy was tied to another innovation pio-
necred by Dr. Gattegno to teach reading with "Words in Color”

THE FAILURE OF ESL (PEDAGOGICAL FLAWS)

That the exclusive use of ESL was unsuccessful in providing
an educational opportunity for Hispanie children in the 1960s is
a statistical reality, The failure can be attributed to several factors,
some ol which point to pedagogical weaknesses in the approach
itsell” andd others which coneern the prevailing socictal attitudes
influcncing school personnet at that time,

L Addudr oriented—"The approach derived from FLES which in
turn was based o the Army Specialized Training Program. Its
pedagogical soundness for young children was questionable since
the methodology was originally developed to teach foreign languages
to highlv-motivated aduls,

2. Teachers unprepared—>Nost ESL teachers were converted
Linenase arts teachers who  lacked adequate training in ESL
methods.

3. Impractical—Many participants in this program-cdevelop-
ment etfort rarely took into account the other curricular needs of
the tearner and the nses to which the new language would be put.
There wils 1o coordination. integration, or reinforcement between
ESL and other subject matter instruction. The resultant programs
werce often parrot-like drills devoid of acconceptual framework within
which learners could use their new language, In essence, the English
tanght did not meet the immediate communication and academic
needs of the students. The policy of teaching English first, as a
prerequisite for understanding other subjecets, faited 1o utilize the
student=' native language ability in content arca instruction.

In o tvpical ESL program, participants were “pulled out”™ of

reoutar classes for an average of 45 minutes of English instruction

two 1o five times a week. While they were still in the process of
learning English, however, they continued to receive all other con-
tent instruction in English, a language they did not yet understand.
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Conscouentdv, thev tell hehind in sabject areas, sometines as far as
two or three vears, '

Dr.Angel Luis Morales explained: "By imparting education in
anonevernacular tongne, one is forcing the student to think in con-
tents and in thonght-patterns which are not his natural spon-
tancous ones. This, naturally, brings contnsion, ditficulty and hesi-
tation. ™~ By the time the children were able 1o understand instrue-
tion in English, their class was discussing advanced coneepts, the
fund.amental bases of which they had missed because these Tad
been tanght while they were struggling o learn English, They had
heen “ont ol it” tor nearlv three vears,

Fhe problem was no longer the Lmguage barrier it was o
cognitve roaddblock. Towas like trving 1o perform multiplication and
diviston withoot having first learned addition and subtraction. No
loneer vindicated by the language handicap. the children wonld
become convineed that they lacked the ability to learn, would aceept
the prognosis that thev would never make it and woulkd fall victim
o the selt fultilling prophesy.

Lo tnglishe became the prime goal —-ESL advocates commonly

aceepted the idea than the dearners first and overriding task was
necessarily the mastery of the system of the school language even
atthe expense of other important skills and understandings requi-
site tor coping with academie tite, The exclisive concentration on
FEnalish Emgnace acquisition at the expense of overall concepiual
development was not only a misplaced priority: it had other serious
implications:
S Neglecred other necds—-ESL, inand of itself. ignored all-
other incompatbilities between school and papils save that of
Linmgnaee. As the most immediate and most visible problem, the
Fmcuage “handicap™ celipsed problems of enltural conflict dis-
crittinanon. socioccanonic conditions, and low sclf-esteem which
wonld sartace Later as the schools began to deal with the languege
CONCeT,

B0 Suppressed nadiee languade-~The idea of acquiring ng.
fishy s second langnage somehow escaped many edneators who
Beld thar children had o discard one langnage to learn another,
Otren, cluldren were not onlby torbidden from speaking their native
lareriagee in school but disconraged by teachers from speaking it at
home While the logie hehind this practice appeared to be prompted
by the neritof "total immnersion™ in langnage learning, it only served
tocreate commtnieation gaps in non-English-speaking homes long
betore “eeneration gap™ became a household word,

When attempts hact been made to deny children the use of their
vernacudar, the nsual attainment had been “half-lingual” children:
stirterers in thought, stanunerers in spirit. Berger and Luckmann
explained that one learns o second language by building on the
taken tor granted reality of one’s "mother topgue.” For a long time,
onte contirnully retranslates into the original language whatever
clements of the new language one is acquiring, Only in this way can
the new kmguage begin to have any rczdilvgs this reality comes
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(0 e established inits own right. it slowly becomes possible to
[orepo retranskation. One becomes capitble of thinking in the new
fanguage. Nevertheless it is rare that a language leamed in later lite
attains the inevitable, self-evident reality of the first language
learned in childhood. Henee derives, of course. the affective gquality
of the “mother tongue” '™

I his review of hilingual titerature, Jensen found that some
quthors contended that children, after being exposed to a second
g, may develop i sense ol shame regarding their native
Eaneuage. ™ This supperted the notion that the rejection of the
child's first language in school could produce negative attitudes
toward its cuttural elements. In such cases, the child then may reject
the school system-=the institutional setting responsible for generat-
ing this cultural ‘contlict.

T 7 Lacked cultural considerations—Negative encounters with
testing contributed to the deterioration of these children’s self-con-
cept. [n spite of apparent commpetency in the English language, many
Hispanic students continued 1o score low on tests, Puerto Rican
children., for example, would color bananas green instead of yellow,
corddd not el it it was raining or sunuy when shown a picture of
comeone carrving an umbrella, and would complete the phrse
“bread and “with coffee instead of butter. These were the first
indications that testing had built-in social and enltural biases and
that the teaching of English clone was not sufficient to improve the
educational opportunity of non-English-dominant. culturally-dif-
ferent children. It was obvions that a new curricthim had to be
desioned with enltural as well as language relevancey and that new
psvehometric instriments hadl to be devised capable of measuring
cognitive growth. communicative skills. and social and emotional
adjustment instead of simply measuring English language com-
prehension and Anglo middle-class socictal values, which were alien
to minority group children.'!

THE FAILURE OF ESL (MILIEU OF THE TIMES)

aany of the educational problems of Hispanic children could
not be blined entirely on the shorteomings of ESL. Ethnocentric
philosophies, political considerations, and discriminatory practices

otten transcended technical pedagogical problems or budget limi-

fations to ereate insurnonntable bharriers 1o equal edneational op-
portimnity.

| Discrimination--Perhaps the most dilficalt of all Anglo-
American standards with which Hispanic students had to cope was
prejudice. Hispanies conld not understand at first why “eolored”
prople were not weleome in certain places and why they themselves
were turned away from playgrounds, swimming pools, harber shops,
candy stores, and certain neighborhoods. Many who had never no-
liced the color of their skin before were being asked for the first time
1o identify themselves in specific raciad terms. Hailing froma society
which cid not judge people l?ghcir color or their choice of ancestors
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fand m which they were certainly not members ol a minority group)
the question wasnd hogpling - especially [or those who could not

anake such a clear ent distinetion about themselves

Many Mexicans and Puerto Ricans, incidentally, solved this
identite problenn withy poetie license and habitually spoke of them-
selves as o race -la raza. The sell-proctaimed racial  desig-
naiion ceenerally disputed by anthropologists-—was based on the
broader. nonscientific definition ol race, which «xtended the term
to graups ol people nnited on the bases of o conumon histony, ethnic

~stock or nationality fthe German race, the Trish race). Although this

outlook contributed in no small way to racial harnony among Latin
Americans and Antilliins, it also helped o keep Hispanies ont of
the Psamelhing pot and was greatly retarding their assimilation
into the mainstream ol society in the United States,

Puerto Ricans, particul ul\ were canght in o double jeopardy
difcinmma not conlronted by Mexican Amiericans or Cubans, While
Mesican Americans had suftered from their non-White status in
Anerican sacietv their US. citizenship had not really been in ques
tion lor most o! them were born in the continental United Stiates.
On the other hund, the Cuban refugees coming to the US during
the TO60s were Concasian andd generally escaped racial bias,
althoneh the indices of o foreign national origin were inescapable
becanse ol their stmames aned ek of English proficiency. Puertg
Ficans, however were cangdidates tor diserimation on both grounds:
race and national origin,

4 Althonghy onldv six pereent of llu population of Puerto Rico
was ofttcinlhy covegorized as Black by the ULS. Census, Puerto Rican
mizrants were colleetively branded as “non-White™ and limited in
wivs Sisilar to the restrictions imposed upon Blacks.

b Whitle nany of their jellow Americans knew intellectualiv
Gt Puerto Ricans were Pnited States citizens, cmotionally they
recarded thenn as coming, trom “another countiy” This foreigner
notiot was reinforced, natnrallv, by their ek of English proficiency.

20 FErhnocentrism-=Teaching Fnplish as a second language in
this country scemed incomprehensibles even disturbing, to many
Americans who could not conceive the chironological primacy that
Fnglish haed to be second simply because these children already had
learned their first Tanguage. (The phenomenon Tad nothing to do
\\Hh the trrevocable fact that Fnglish was the national language of
the Vinited States)

S Low sell-esteent--Low expectations by the schools rein-
toreed Dy the students” own failures, combined to produee a feeling
ol hopelessness and a sense of unworthiness in the vast majority
ol these children. This wis one of the reasons for the founding of
Aspiricin 1961 The onldy national private educational ageney dedi-
cated 1o nssisting Puerio: Rican voungsters, Aspira was ereated in
New York by the Nattonad Paerto Rican Forum to:

a0 cornbit nvg(nnr s ioage:

‘b, prevent school Jdropout ny providing remedial help:
o encourage post sccondany studies:

8y
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L devetop leadershiip capabilities.
Aspira branehes eventuatly spread to Chicago. 11.:- Philadelphia. PA;
Newark, N San Juan, PR Miami, FL; and Washington, DC.

1 Dropoti syndromoe—The T966 Coléimin Report indicated

tat “hetween the ages of sixteen and seventeen, when dropping owt
of schools lirst occeurs in large numbers, vouths who were Puerto
Rican. of Spanish descent in the Southwest, American Indians,

Neero or foreign born, in that order. were most likely to be out of

cehools = Interviews with Hispanice dropouts revealed that the
catises for leaving school prematurely were not only the anguage
harrier but. very often, a feeling of despair, desolation, and low self-
esteem and aspiration = :

These findings were later supported by studies conducted in
Chicaco by Isidro Lueas in 1971 showing that problems of negative
ol concepi catsed by diserimination. difficulty in relating to their
parcnts and progressive estrangement frem the school were more
important in influencing the rate of dropouts than was a limited
Enatish speaking abilite, ™ Lucas found that the dropout rate was
hiher aanong Puerto Rican students who had lived in the United
States Maintand ten years or more than among the newconers from
the istand, The study concluded that Puerto Ricans who knew Eng-
tish and understood derogatory remarks better than their non-Eng-
lish speaking counterparts {recently arrived frony the island) were
more likel' 1o teel offended and o drop out ol school.
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7 The Renaissance of "
Bilingual Education

HE SHORTCOMINGS OF English as a Second Language when

used in isolation. the rapidly increasing enrollment of stu-

dents ol limited English-speaking abitity in our schools. the
onset of student unrest in the inner cities (the dawn of the Civil
Rights cra) and the persuasive powers of Cubans all combined to|
bring about the revival of bilingual education in the United States.
In esscuee, educators finallv agreed that it made more sense to
change the language of ‘the schools than that of the children. The
basie argument behind this thesis was that children learmed better
when taught in their native language—cespecially in the early stages
ol their schooling, In other werds, Mexican-Ainerican. Puerto Rican,
or Cuban chiktren who had lived their first {ive years in a Spanish-
lmguade enviromment were readyv to learn to read and write in
Spanish--but not vet in <nglish. Since Anglophone children were
not expected to begin their reading.in material that was outside
their listening speaking vocabulary, it was not logical to expect it
ol other children. especially when Anglophones usually profited from
carclully prepared reading-readiness programs net generally avail-
able 1o non Englishespeaking children.

Most reading specialists agreed that the task of beginning read-
ers should not have been compounded by expeeting them to read
a toreign language before they could read their own, Their initial
task should have been Hmited 1o converting the printed word into
its spoken form which they already recognized, While learning to
read and write their mother tongue, children needed careful training
in learning, understanding, and speaking ESL through a suitable
approach before learning 1o read and write it. Meanwhile, their
conceptual development, their acquisition of information and ex-
pericnce—in suni, their total edication—did not need to be deferred
until they mastered English because the entire curricutum would
have been tanght in their native language w2t a gradual transition
was being made to English, This approach- «-hich was essentially
the basis of hilingual education—permitted iaking a clear distine-
tion between educaiion and language, ie. between the content of
cducation and the eehicle through which it was acquired.'?® The
hilingual concept also recognized the fact that schools did not have
to strip -away the students’ native kinguage and other cultural
characteristics in order o teach them Enngl\i:?'ll. Youngsters, then,

Oc
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Had the option of e;mibracing the fanguage and culture of the aomi-
mant society without forsaking their own mother tongue and
heritage. ’

THE CORAL WAY EXPERIENCE

The first bilingual program after World War i was set up at the
Coral Way Elementary School in Miami in Scptenmber 1963-in-grades-
one throngh three with a plan to move the program up one grade
cach vear. It was started with the help ol Ford Foundation funds,
The sehool population was about equally divided between English
speakers and Spanish-speaking Cuban children, Parents were of-
fered a choice between a traditional all-English program and the
hilingual program (in which about Lalf of the teaching would be
done in Spanish by experienced Cuban teachers), All the English-
speaking parents and all but a sprinkling of the Cuban parents
opted for the bilingual program, and by thie end of the tirst year the
preference for the bilingual method was so ncarly unanimous that
the atl-English option was clintinated the second year because it was
ot needed.

During hall of the school diay subjects were taught in the pupils’
native  language—in Spanish to Spanish-speaking children by
native Cuban teachers and in English to English-speaking children
by American teachers, During the other half of the sehool day. the
concepts which had been introduced in the native language were

reinforeed in the pupils” second language, Once the children had

acquired adequate control of the sccond language, concepts were
introduced in the native language of the teacher regardless of the
native kinguage of the student, The cultures of both Spanish- and
English speaking groups were incorporated in the instruction that
all reecived, From the beginning the children were mixed on the
plavground as well as for lunch. music. and art, They were’free to
speak in ecither language.
83
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. the Coral Wav approach quickly expanded 1o other schools in
e Dade Conntv system [was now clear that bilingual schooling
wis aviable concept Belore long the program had attracted national
avtention, and the odingnal schools in Miami Beach hecame nnof
einl detmonstration centers for the nation. Advocates from other
Spoanish speaking arcas ade pilgrimages to Miami. They trudged
Mhiconeh the halls observing, instraction, reviewed curriculum na-
terials, and nterviewed stall menmers, Then they returmed to their
monolinensd amnbicnee and sought o persnade their respective in
stittitions (o move along similar paths, ™

Lare v s result of the Dade County experience, school dis

(ret= e Sonthwest began in 196:1 o introduee bilingnal teach
e in schoels with heavy coneentrations ol Mexicarr-origin pupils.
Two bilinenal programs were lannched in Texas: (1) i the Nve
Sehool o the Pinted Comsolidated Independent School District in
Webh County tonte U Laredo), and (2) in the San Antonio Indepen
dent Schiool Districr. In 1965 bilingual projects hegan in Pecos, NM.
and o Edimbre, TNG e 66, bilingual progrinns were established
o the Tharlandale Independent Sehool District of San Antonio, in
Diel Rios and i Zapata, TNX: i olexico and Marysville, CASand in
Rongl Rock. AZ The following vear, bilingual progranis were in
itiated i bas Croees, NM annd St Crois, VL

'THE MOVE TOWARD RELEVANT INSTRUCTION

v (e TOn0S, nony schiools woere TS a new interdiséiplinan: ™

FSLoapproach which combined the secotcdhlngiage program with
one of conceptual - development. Elforts which helped show the
potential lor a combination ol meaningtul pattern practice and sub-
et matter content were carried oudin New Mexico and in Tesas,
(Another program along somewhat similar lines wis developed by
the Micrant Project of the Michigan Department of Education from
1965 1o 19700 T such programs the subjeet matter areas provided
the content tor the inguage development activities, Dasic intellee:
tal <kills such as classitication, seriation, and distinguishing teny
poral and spatial relationslo s were claborated and eventually ap-
plicd to social, scientitic. and mathematical coneepts,

While: this modilication constituted an enlightened iimprove
mend over past ESL practices, the initial learning ol subjects taught
in o lmenage they did not vet understand was still ereating o prob
lem tor non Englishospeaking students, The interdisciplinany pro:
eratts did ordid not ke advantage ol the learner's mother tonghe
dependmg onclocal attitudes toward hilingual education, which were
olten negative, '

By the 1960s, the Freneh hilingual sehools ol 1910 hiad almost
disappearcd. Franco-Americans were struggling to assure thal
French would at least be tanght one full period a day as a subject,
Tle study of Freneh had surpassed Latin in popularity in 1960 as
aidents were becoming more pragmatic toward their elective sub-
jects. Freneh became the second most studied foreign Language in

84
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the Uinted States alter Spanish--and Latin dropped to third place.
A an sivdentowere delinitely foavoring o more relevant cur-
ricufinm,

Other ettoris were made onteside the ficld ol imgoaee to mod
crinze the means of anstretion. Basice to this instraetional revo
Inton were the thorongh investicgation ol the leaaming process and
the tost elticrent nse of educational technology then available, The
“rew” nnnhicmatios, tean teaching, edneational  television, pro-
croanmned mstraction. nongraded schiool imd individualized instruc-
tornwvere hut adew of the innovations to be tried duoring that perioc,
Alonewith these, the erowvine problems ol the inner city schools and
cducanonally deprived vonrh focnsed attention on the preparaiion
of methods and nugeriabs designed to reach the chitdren of thie noar,
Wihnle these efforts were going on in edneation, a sce.ningiyv un
related struggle inranather arenacwoutdd have a dramatic impact on
the tatare of bhilinenal edneation in the United States,

THE CIVIL RIGHTS MOVEMENT

Fhe Tnstore of cities showed that when neighborhoods became
overerowded, when people were poor and when living conditions
were bod tensions ran hieh, This was a sitaation that fed on itselt;
poverty e erime inone gronp bred fear and hostitity in others,
This, e tarn, impeded the acceeptance and progress ol the first

Ceroup, this profonging its depressed condition'™? It was a vicious

cvele wlnehr often reginred boldl radical thrusts to break. The tra-
ditional coal of American poliey had heen o encourage egnal op-
poctunitye for individnals, not equal achievement lor groups.
Cnable 1o continue o endore the ill etfeets ol bad honsing,
nnderemplovinent, poor representation in governnient. angd lack of
cdncational opportunmty, members of America’s ninority groups
took their frustrations to the streets ol the nation's fardest cities
iy thie T960s, Waves of massive civil disobedicncee swept aeross
Arnerica during the spring and summer ol TO63. Certainly not a new
phenomenon bt for the first tinme in history, people would not have
to wait for their morning newspapers o read about it and scee it
in one or two hlock and white still photographs, The magic of tele-
viston hronglhit the action to the living rooms ol America~—and the
world ot the moment it was happening, The sights and sounds of
despair. anred, and violenee made everv American teel personally -

involved and touched in dilferent wavs: shock. shame, fear, guilt,

anger, compassion!

President Kennedy begarn to mobilize sapport for the enact
ment of civil vighies legistation. Althongh the Blacks were at the
vanctard of the eftforts to scenre individoal civil rights, their gains
were shared with other nenorities who had also bheen vietins of the
sonnie (vpe o diseritination, :

ot o decade atter the Sipren - Court decision had de-
clared segregation in schools uneconstit jonal. the 88th Congress
passed asweeping Civil Rights bill whionowas signed into law by
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President Jobhnson o Thins new picce ol legisttion spelled ont the
coticept of equahty mn the naton’s londmental law, No longer simply
the pdeent of the conntsegpal righits now hecame the witb of the
United States Coneress, Some historians called the Civil Rights Act
of Tt the "Magna Carta™ ol American minoriy groups,

Plie Aot covered nearly every aspeet o public life including
waboods Prde IV empowered the Attorney General 1o bring, school
desevreshnion st i private citizens were tnable to sue elfectively.
Prle VT provaded thiat no persons one the bhasis ol race or national
arrrr Shdl beexeladed fronn, o diseriminateds against, in any
procran recewing Federal fimancial assistanee, Each Federal ageney
winchnwas cinpowdred to extend subsidies wo any progrant {contract.
crant, loan, toee exciption, cted was not only anthorized. but
e ted teonnpose sanectons for noncomplianee with the provisions
ol thi- L Such sanctons could inclicde the termination of Federal
wibstdies The tact thar most educational instinntions benefited
tror o wrde mpee of Federally assisted progrinns wias @ vilnerable
cote pont tor endorcement ol nondiseriminatony practices,

Perhaps oore nnportantly, in his 1964 state of the union
e age Presidentdohmson declared "an unconditional war orr pov:
criv e Pl re-nlime Feononmsic Opportunity Act provided lunds for
annvited o Coses Tor the nnderprivileged including various vpes
of comnmnty action programs and related projeets to combat pover
"

Comtiunite Achion Progranms (CAPs) were extremely significant
Becatse they provided hases ol operation for "grass rools” conmmuiti-
o teaders who had theretotore Tibored unsupported on their own
Gne oiten riskime theiv jobs  to liberate their communities from
the ciips of povery and oppression. Althongh the government
Orovided the resourees, the “target populations™ were given the op
potitny lor the hiese tine to set their own priorities and rare their
own preogroans Many Blacks and Hispanies in the United States
arnd themnselves alimost overnight funcetioning as administrators,
fecncans, consultants, and in other positions where they could
dctvely advocate tor their respeetive carses, One ol the CAPs wis
CNovaio Demonstration Schoolat Rovgh Rock. in 1966, whieh gave
Note Amnericins the opportunity to pat their owne ideas about
cchieation mro practice. The Wi on Poverty and other commumnity
action progronms of Johinson’s TGreat Sociely™ setin motion a series
of ti=cal, political and admmistrative-forees that had profound con
sequences or American education and confirmed the Federal com
nutment o social, political, and educational equity,

Fhe Tnnmnieration et passed in 1965, for example, litted rigid
Griotas which had disernminated against certain national origins,
D1t sannie vear Coneress chacted the Voting Rights Act of 1965 o
protect the snttrage of minority citizens. It eliminated voting qualifi-
cations, procedures. ordevices (such as literacy tests) that would
deny or abridee a person’s right to vote ™ Also that vear Congress
criacted the Elementany and Secondary: Education Act (ESEA) of
1o, which wis promptly signed by President Johnson. A former
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Cean b Jobieon was astrong, heliever that edhieation was the key
tocombatting poveriy bitle Tot the Actprovided assistance to eduea-
fotral aeencies lor the needs of children of low income families. e

A~ Trde Dwas being readhied for implementation., however, it
Becane evident that its most significant impaet would bein the
drner it with bich enrollments of Blaelk ehildren. Federal legis-
Dione rens distincts with predominanthy flispanic minorities tel
that the academic disadvimtage sattered by their minority consti-
St ws not so ek oo resalt of socioceonomic depriviation as
iowas the logieal consequence of o lainguage barrer. Convineed of.
s, these Liwvinakers set ot o enact acompinion picee of legis
Liron thad woubl ofter non Enclish speaking (NES) students an
Spportiv o survive i school sessentictly what Title £ was in-
tended to do lor Black chibdren

Althonieh there was precions ictle empirical research to prove

Dilrnenal cdncation was the bestalternanve toward insnring equal

clucatiotal opportunite for NES ehildrens there was enongh
curdenec to stgeest thnt o lick of proficieney in the lingnage nsed

the medinn of instraction wits a seroee handicap for the sm
dent= T Bis review ol several studies i bilingnalisny for example,
Jetisen boad tonned that some authors belicved that thinking in one
Laner el speaiine manother confused the children and tended
to retard thoer learning On the oiher hand, Sotfiett. in his stady
ol Bilinon s and Brentioralism,” asserted that psyehological or
waciofogteal problems arose Trom attempting o adjist 1o two dif-
terent ditestvles rather than learming two lingnages. ™ Yot observa-
Hotis of testine ol NES children in a Chicago high school revealed
oo =tndents thimiing moone bingnage and writing in another took
otieer b eesponding (o given test questions” These phenomer.a
Clcal supported the ntilization of the native kngrage as well as
cultirad considerations in the instructional process.

Oy e other band, there was ample evidenee to support the
el NES stndents were enduoring o nieaningless cducational
caperience. The histony ol despair and the need for radical sohitions
were bhemne  doctnnented  byoanimpressive array ol publi-
catton nrany ol which were the products ol extensive rescarels or
bieh power conterences duaring the T960s.

Pt pubhe education had continned to negleet the needs of
Linetiace mimority ~iadents on o national evel was evident inthe
cact that the recommendations of the 1964 Orange County Con
ferenee on the Edeeation of Spanish Speaking Children and Youth
were almost identical to those proposed cighteen cears before by
participants at the st Regional Conference on the Edieation of
Sponish Speaking People in the Southwest held in Aastin, TX in
1916, Both gronps recommencded an end to segregation of Spanish-
spraking students, the development of teacher training programs,
aned pnprovement in the teaching of English.

The Inck of cducational opportimity was reflected, of conrse, in,
(he sociocconomic conditions of Hispanies. For example, during the
decade of the 1960s, the median meome ol families with Spanish
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wrninnes i the Southwest barely inched ahead fron 65 ¢ 66
ereent ol the medo meome tor Anglo Liunilies, And in 1970, Mex:
fean Americons older thon 26 vears of age aversgaed less than nine
vears ol schooling, compared to more than twelve vears for Apglo
Arericans,

(pestorsable cdicational practices often contmbuted 1o the
Chnlilico s falare, Onie Texas school hoard, for example, had required
Spatnsh o surnanied chiildren o spend three vears in the first grade
nnil o Federal conrt stopped the practice, I the State ol Washing-
torn Muckleshoor chidren wore automatically retained an extra yvear

Sret vrade: Nook Sack Indinie antomatically were placed in slow-
crochasses
Pone, Faerto Rican stuadentts constituted more thin 21 per-
i the toral public schaol popnlation in New York City. The
Cieon diopont vare incthat ity was, heing estimated as high
Gt G those who suvived to the eighth grade, sixiy
G s ree o live vears below reading level Between 1965
G o ae Puerto Rican students graduated from Boston
Co achiosts oo Micans were finding that the Tinited States
cennbnelw e aot the land of opportasnty for them. Disappointed,
oy weis coterncng o their homeland. (This reverse migration
D Bnree cccstied at lenst partiadly, Tor the fact that the TS,
Cotiens oo e the carly seventies thai more than a third of
Pactio M« opuletion could speak Dnglish )™

N\

C A nwmateer of nnporiant publications sensitizing the nation to
the phicht o Hispaiie stndents i S0 setnols hegan to appear in

the Loe sixties fn Pono the Nation 1 Education Association spon-
wored T The Treson Simvey on the Teaching of Spanish o the
Sy peaknae” which confirmed that schools, techniques, and
Diercds pot the Spanishspeaking pupils—were delicient. The
N T ueeon Survey viclded o mumber of recommendations and ted
tosvoposinn which was cotvened the following vear alt the Uni
Cer-1v of Arizotee The 1966 =vmposium oroduced an impassioned
e o The Dadion's conserenee i publication titled, The In
CistDle Vooring 1Seven vesrs later, NEA cosponsored anational

Tnhmenal breultnral institute o Albugnergue which examined the

Prcsen e s ard it adermathy) Tn Febrnans of 1967 a0 con
e wars convencidt Lo A o the treatment ol minorities in
feathioonhs aaneh other teae,s g uterials,

Apara commsaoned vriter Richard B Mardolis to suvey the
Ciatts g of Faerto Ricns an the public sehools, The titde ol his
teport, The Losers was acliiting leseription of the poignancy of its
cottent. The document sewved o the hasis for the ageney's lirst
dationabcoatercace m 1968 which produced another report. Hemos
Ui bo Bien BVe hove done a good job),

U0 o was o irarked inerease in the sumber ol doctoral dis
sertat o on Paerto Rieo and or Pnerto Ricans in U.S. Mainland
dravcrities, - o on which advance graduate research had heen

peekvble dorine v Tfirst hatf of the century, The most prolific
author on the subjec, of Puecto cicans on the U8 Maintand during
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e 1960w Fraoncesco Cordasen, o professor ot edncation at
Mot bor State Colleges whose thiely writings redirected public
‘ 'w-wuun ard anstitational priovities from Plack qond Chicano to
nerto Bican needs,

Other publications of the decade deslowiih bilinzual eduention
vt hmeosne diversitv, Leanepaoege Logedng i choe Unidted Stales
Aavtiored Dy doshoa Fishian it 1966 wis hased on o sumvey con
dueted for the PLS) Office of Fdueatio soan cooper ation \\1lh the
Cnrcersiiy of Pennsvivimio, Professor Fishnam made o serieggl rec-
onnnendaiions, nony ol which were Ler considered an the datting
ol the Feder o Bilinenal Education Act. The September 1969 jssue
ol The Connor Porrancand the Novemnber 1976 issue of The National
Fleinceniarny Peancipal were entirev dedicated to sdlingual education
At the necds of NES students - ae were several publications issued
Biv the T ('nnnm\\iun on Civil Rights, These hooks, documents,
aind report hielpec considerably to casitiza public opinion to the
phehe ol noa Fnglish spe aking stdints in American schools,

Heartened by the Tertile clinmige of the «ation and encouraged
by the apparent successof the Black insurecnon, Hispanies began
cospreak ot in their own behalf--perhaps not @5 objectively but
mteh niore aceuradely thaay well meaning outside advocates, More
nnportantbe Hispanies themnseives wers being sensitized, embare
rassed, eversangered Chy the overwhetming indieations of their fail-

re  This consciotsaess ted their feacs sship to form coalitions based
wroranon needs, The social aaid peofvical imperatives were strong,
Silinenal edncation was an iclea whose time had come-—again.

The bibneoal ovene nt becarie a ratlving canse which began
tonite cdl Dispoaies in the conmitnv, This hrought abont interesting
sernntic chianges in the noeoaes ol orvanizations and agencies, The
Sotndbneest Connwdl of Foreign Language Teachers changed its
naune to the Sonrhwest Connesl for Bilingual Edaeation. The Inter-
Ageney Conittee o Mewie e imerican Aftairs, originally estab-
lished 1 1967, vas renamed in 1969 the Cabinet Committee on

i sortuniny tor e Spanish-Speasing The Mexican-American Al-
Coars it hovse bby for Chicimaos in the United States Office
of Fducadion shkce July 1967, i 1970 beeame the Office for
Spwnish Speakng American Atfairs, :

v virtie of botl thein sbeer niunbers and the fact that their
presence in the .S Mainland predated alt other Hispanic groups,
Mexican Amwerr s consitnted the most visible national origin
croup in the coion, However, Cubans were quickly gaining aceep-
Lnce as o soctlly indisteiatly, and politicatly valuable: Hispanic
LIOUD,

In 1966 Congioss passed the Cuban Adjustment Act. which
permitted Coban exiles-to adjnse their stats and become per-
manent resident aliens, Twe vears later the mmigration and Nati-
ralizatior vice- against the advice of its own .lllmn(\s——l)tg.m
ta conntl e Cubans as part ol the immigration quota (120.000
v NOLS) ulln\\ul for all Western Hemisphere nations, Cubans, in-
cide l]l.l”\ were coming at a Ilm(' when Anglo Americans were begin-
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e toapprectate the value ol other cnlinres, foreign langnages, and
other mmdications ot diversaity,

Interest in modern foreizn inguages was at a new peak. The
proportion of American high schoel pupils  studying modern
lnetages, which had crown steadilv doring the score [ollowing
World W 1 renched 28 pereent in the Infe sixties. But Latin, which
T heen Josmig stadents sinee the tarm ol the centary, ranked
toutl in popularity. The many reascrs for this included the fact
et the Catholie Cluneh had discontimed the nse of Latin for the
nuiss and parochial schools no longer required its study. Schools
in cerreral were de emiphasizing mandated courses and allowing for
more clectives, Spanish, French, and German (in that order) were
the tost stadied foreion hingnages i sccondan schools at that
tirne. )

Irowas o staking contradiction that American schools would
~petd mitlions of dotlus o each stndents o foreign imguage. but
not toanaintain, nurtare, and develop the native language com-
petence ol children in the United States who already spoke these
latietiazes as o resalt of iheir national origin, On the contrary.
~choals Bod bees actnvely engaged in elforts to eradicate these chil-
dren’s mother tonene: I addition, inceredible Cateh-22 conditions
ek Been iposed on the few NES stadents who had managed to
fansli hieh wchaol and soneht admission to colleges and univer
sities For eximnple

IoAs aorde, sehool systems i the United States wortld not
ot acadentic eredit o native speakers ol a foreign language—-no
maiter how proticient they were —since they had not learned it in
Anerican schools '

2 The standards of some school systems haed required aomini-
sn wrade e Foglishe tisnally o B3 or C) before a voungster was
prerinitted o enroll in the sindy of o forcign kanguage.

SN loreion langnage was required as o prereg. site for ma-
trictdation in most colleges and aniversities,

Ths NES stiadents could neither ect credit for knowing their
mother tonene nor approval to enroll in i formal conrse to satisly
fhe torcren himavace requirement. The Tnek ol a loreign inguage
on tear hieh school transeripts had harred many of these students
tront o higher education, even thongh their (admittedly imited)
proficiencyin English whiclhhwas aforeign langnage to them—was
often superior 1o the fereign inguage proficieney of Anglophone
Students, Vhe technicality had littde to do with logic,

9.



O

ERIC

Aruitoxt provided by Eic:

The Best of ‘Two Worlds 81

8 Federal Bilingual
Education Act

N CJANUARY 1967, Senator Ralph Yarborough of Texas in-
troduced S 128 which proposed “to amend the Elementary and
Secondany Edacation Act of 1965 in order to provide assistance
to locat educational agencies in establishing bilingual education
programs and to provide certain other assistance to promote such
programs.” At long last the Congress had before it a proposal which
waourld legitinnize the cultivation of individual cultaral differences in
our schools, ' :
e bill directed irself 1o the Spanish-speaking only. because
ol their number and their different history in the United States. It
was Yarboroueh's contention that in coming here to set up a new
lite in accordance with the United States, other non-English-speak-
ing groups had made a decision to give up their old lifestvle, culture
and language,
But, Yarbcrough argued. that was not true in the Southwest,

in which case the United States had taken over the land and the

people and imposed its own culture upon them. Mexican-Americans.
hie coneluded. did not consent 1o abandon their homeland. to come
here, and start anew. The same argument, of course, applicd to
Puerto Ricans and to Native Americans. The Yarborough bill. in fact.
defined the Spanish-speaking student by Mexican or Puerto Rican
birth or parentage. It was a recognition that Hispanice students had
been neglected by American schools. But Sen. Yarborough's
proposed legislation went L bevone this elemental recognition. It
recommended (1) bilingual education programs; (2) the teaching ol
Spanish as the native language: (3) the teaching of English as a

“second ingoage: (1) programs designed to impart to Spanish-

speaking students a knowledge of and pride in their ancestral cul-
tare and language: (5) efforts 1o attract and retain promising indi-
viduals of Mexican or Puerto Rican descent as teachers: and (6)
striegies to establish closer cooperation between the school and the
home "7

However, the limitation of the bill to Hispanics was sharply
attacked by others who felt that unless all Americans—regardless
ol their national origin—wcere macle to feel that the preservation of
their respeetive ancestrat languages and cultures was important. the
bilingual ctfort would not be suceessful,'™

The initial reaction of the United States Office of Education
maintained that programs of bilingual cducation could be handled
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throngh the caastmg Titkes Tand HE ol ESEA (Title 11 provided for
the establishient ol model schools, pilot prograuns, and demon-
~tration projects e edineation, and eenerall encouraged schools to
come np with new ideas to resolve old problems,) At that time there
WOTe as BNy s 25 hilingnal programs operating under tites Tand
1. and the mnnber was growing,

' ANTECEDENT BILINGUAL PROGRAMS

o 1966 o Titde T bitingual project with four first grade classes
hegan in Fl T'aso. TN One prade level was added cach subsequent
vear. ’

Hobesen, S5 started a bilingual program wich a Title HI grant

m Septembe 7 One first grade of 33 children with little or no -
wiowledee of - ishat the Thomas Connors Elementary School,

which was 1= pereent Puerto Rican, was given practically all instrue-
ton in Spanish by a Cuban teacher and a Puerto Rican teacher aide.
AL that e, hall of the Toboken school populatjon had a limited
Faghish speaking ability: forty pereentwas Spanish-speaking, most-
v trom Puerto Rico. The gradual transition model used called for
proacticadiv all instruction in the first grade to be in Spanish: two-
thirds Spansh, one third English in the second grade: and one-
thrd Spanish, two thids English in the third grade. [twas expeeted
(hat, by the fourth grade, the children would be able to enter regular.,
nonbalineual classes, at which time a Spanish language arts and
Puerto Rican cultural enrichment program was to be added.

The emphasis of - Assimilation Throvgh Cultural Under-
~andinge. as the Hoboken bilingual program was called. was placed
on nnproving the awareness of not only those in the bilingual pro-
oram bt ail teachers, This was partly accomplished through teacher
exehaniees with Puerto Rico, in which Hoboken involved other dis-
Lrict= stieh as Camden, Vineland, Perth Amboy, and Trenton. As part
of the same prograim, | loboken.condueted a series of “seminar visits”
o the island in cooperation with Jersey City State College.

To overcome the shortage of bilingual teachers, 46 bilingual
~udents trom the jumeor and senior high schools. 38 of them
Spanish speaking, served as teacher aides. These students were
paidd three doflars for two hours of tutoring cach day and. in ad-
dition, received high school eredit for the experience toward gradu-
ation. A by prodinet of the program was that it served to inspire most
of these stident teachers, iy of whom were potential dropouts,
1o sty in school and. in some cases. pursue teaching careers.,

Hoboken wis attacking the problem on three fronts. It was
mecting the immediate needs of newlv-arrived children: dealing with
(he attitudes of all teachers inthe system: and beginning the process
toward providing bilingual teachers for the futurd

The secord New Jersey bilingual program began in February
L a6s. when bilingual sehooling was provided for Spanish-speaking
clementany gracde children in Englewood. The program’s goal was to
improve the children’s Spanish while they were gaining skills in

932
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Foohaly The Tidde T sponsored project utilized one bilingual teacher
and one birlineual code st the assistanee of parent volunteers.

e Scptember of that vear, o bitingual class was started in the
Garticld Flementan Se hool of Long Branch, NJ. Spanish-speaking
chililio: i erades one and two reeeived instruction in content areas
i Spacede Fnelish was taught ina strucetured sequenee of lessons,
fhe provran atthized one bilingual reacher, was directed by the
<t hool principal. and sponsored by local funds.

I'S25 in New York beeame abilingual school in 1968 while
Stll tunded by the foeal board of education’s budget. (Its principal.
Hernan Lalontaine, went ‘on to become one of the best known
anthorities on hilingeal education,) Corpus Christi and Del Valle.
PN also had programs in 1968, While these were pilot projects—none
approaching  the  comprehensive  bilingual-bicultural - program
models that wonld saon appear--they provided the proving, testing,
and traming erotmds to snpport a nujor national thrust toward
bilincual instraction, '

TITLE VII ESEA

Atotad of 57 hills similar to Sen. Yarborough's were introduced
in the US0 Honse ol Representatives before Congressman James
Scheter of New York rewrote Yarborough's bill to include all non-
Fnelisty speaking children. [t was this bill merged with some others
it o single measnre which in January 1968 beeame Title VI of
ESEA--the Bilinenal Education Act- a vehicle for Federal partici-
pation m promoting this “new” concept ¢f schooling,. In the words
of the lTegiskuors:

The nl::w <~ hereby tinds that one of the most acute educa-
toabprobienis mothe United States s that which involves millions
Prddren of Hnnted Englishespeaking ability hecanse they comee
Som crvirontaents where the dominant inguage is other than
Frechshe thatadddinonal etiorts should he made to supplement pres-
et tenmipts o lind adeguate and construetive solutions to this
prngue snd perplestne educational situation: and that the urgent
need i~ or comprehensive aned cooperative action now on the local,
States andd Federal Tevels to develop fonvard looking approaches to
inect the serons learning difficulties faced by this substantial seg-
aaent of the Naton's schonl ade population.

Ie vecogminon ol the special educational needs of llu- Large
cnnbcrs of chuddrenr ot inmned Fnglish speaking abiliivin the Unit
cobStates s onzress hereby declares it ta be the poliey of the United
Srates o provide dnancial assistanee to local edueational agencies
ccodevelop o carny ont new and maginative clementarny and see

schary ~chool programs desiched to meet these special educationial
s,
] g berernmimane distrbution of funds under this titke, the Come
diissiener ol Fancationy shadl give highest priority to States asied
greda wrthe States howing the greatest . namber of children of
Snted Fnehi-h speaking ability between the ages of three and
ciehiieen inocacir ~tate,
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As envisioned, bilinguat education was supposed to accomplish
three purposes: (1) provide English language skills, (2) maintain
native Linguage skills, and (23) support the cultural heritage of the
stndents, This threelor! purpose had been set forth by the Puerto
Rican Resident Commissioner in his testimony at the legislative
hearing o

Free million schoot age children in the United States were esti-
nted to be of limited English-speaking abitity. Four million of them
were saad to be Spanish speaking.

The expansion of the legislation bevond the needs of the
Spanish-speaking, although broadly applicable to a number of
cthnic groups—French, Polish, Chinese—was particularly related to
Indian education. Indians had developed bilingual teaching ma-
terials. bat their cfforts had been stopped by the advent of World
War 1L

The corresponding initial appropriation measure for Title VI
wits rejected by Congress in 1968: but in 1969 the Federal legislators
approved 875 million, an amount which caused Sen. Yarborough
to recatl an old religions song from his Texas childhood: “mercy.
drops ‘rounct us e fatling, but for the showers we plead.”™

Grants nnder Titde VIE were available to demonstrate how the
cducation program could he improved through exemplary pilot or
denmonstration projects in bilingual and bicultural education in a
wide variety of settings. Title VI funds were also available for:
prescivice and fnscrviee training ol teachers, supervisors, counsel-
ors, aides, and other auxiliary education personnel: establishment
and maintenance of programs: rescarch, development. and  dis-
~emination ol instroctional materials: acquisition of necessary ma-
terials and cquipment. as well as optimuam use of educational angl
cultiral resonrees: and improvement of cooperation between the
home aned the school. School districts secking Title VIE funds were
required to submit proposals that included meaningful partici-
pation of the non Engdlish-dominant eonunurity in the projects
front initial planning through the eviduation process,

Most of the 76 projects funded that initial year were Spanish.
although several programs were also funded in other languages—for
the ot part, minority: kinguages. Nearly 27.000 students were
served.

Fitle VH projects had to be evaluated at the end of cach school
vear in order to be eligible tor ~ontinued or increased funding. The
maxinnim period ol Federal finar “al support for any project would
he five vears from the date of the projeet’s inception. At the end of
that time it wis the expestation or hope that local school districts
would assume the costs of those bilingual programs which were
considered suceessful and which had won the approval of local
cotnmunities and school boards. "
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SIGNIFICANCE OF TITLE VII

Without o doubt. the passage ol Title VIF ESEA was a major
breakihronglr which was 1o have a significant impact not onh on
cducational programs tor the linguistically atypical child but on
professional emplovinens and political \Nlnlll\' as wells Gonzalez
chaenrved thai the ActUs most significant featires were:o

ot recoanized the political feasibiling of encouraging insorue
tion i a language nther than Fnglish, thereby raising serious ques
tion abont the “"Fitehish onlv™ aws which existed in nany states,

20 It hewan the process ol formally recognizing “national origin
Himontes" s constitnencies wlich may seek ditfferentinted services
on crounds other than those of racial discrimination or segregation,

S lewas the tirsestep toward institutionalizing the notion that
Tegqnal” was ot svinonvinons with Usame.”

4o hiniting its program development funding phase to a five
vear period and exacting promises of continuity from locat educa
tonal aweney wrantees, it attempted  (albeit unsuceessfully) o
promote the conee: protlocal nd Stated efforts in financing the cost
of progiam maintenane:s,

S Throngh o torn b covernmental recognition of the “legit-
ey of bilingnal edocation, o welcome impetus was provided o
the emerging bhreed of hilingual educators, (Subsequent frontiers
were eventally expanded through the work of these persons.)

G0 The passage of the Federal Bilingual Act with the funds it
provided and the artention it locused on the widespread need for
teachnng childeen i a linguage they nndersiood and could h:mdﬁ
sparked o vigoroos new movement toward  hilingual-bicutiory
cdncation i many parts ol the United States,

WEAKNESSES OF TITLE VII

However, while rejeicing over the positive aspects of Title VI,
onc conld not overlook some of the debilitating features of the Act,
Pertiaps the most meomprehensible aspeet of the Bilingual Edaca
tion Act talthough not immediatel apparent 1o some} was the fact
that s wond represented o departure from previously-stated Con-
eressiotial polievs v deast three rimes during the preceding dee-
ade bvoway of the National Detense Education Act of 1958, 1he
Cultaral Exchange Proeram of 1961, and the International Edaca
Hone Act ol 1966 Congress had recognized the importance ol a
polvalot citizenmny and had enconraged prolicieney in more than one
Lanonage tor all Americanes,

The tareet population: tor Title VI services already had abilite
in o kagnace other than Foglish, Yet instead of recognizing thin
abilinv s ane asset and creating the opportunity to nurture and
develop ir, Congress irented it as a handicap to be overcome. Thus,
the "Bimenal™ Act was--consciously or otherwise—designed (o
phise ont the childrerr’s mother tongne while phasing in English,
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Propored s aoremedial prograng {to compensate for o deticit),
e A E o ertac e s transitional measnre to assistehildren who
were Ceducationally disadvantaged hecanse o their inability 1o
sprecde Fnghshr and stipulated that services wottld he provided
ot el o clnld could etfectively tunction e Fnalish, 1 promoted
e e ol orhier Limcoages onlyv o as oo ineans ol learning Faoolish,
Feterad Lavinakers, preocceupiod witls the Tunds being nsed to teach
forcren binonages, nipped the developaent of bilingnatisim among
e speakers ol other kingoages,

Artother teature whirel gove the Act the characteristios of con-
petisatony egislition was the priorite pliced onlow incoime familics,
D amprosing a poveriv eriterion, non English-speaking childrenwho
Pappen b o reside innmoderate imeome areas wery denied this vital

le ob nstruetion,

Ik
RUERLE

Ciandelines were nnetear, While the Act was passed “in recog.
Siten o e spevial cducational necds ol chuldren of limited
Prchimb speakine ability,” these special necds, as well as the pa-

sncters for nlhinenal progzanms, were el up to the imagination of
ol cdnc e onal agenivies (LEAS) While the Office ol Bdacation
Aetenededd e penerons Tatitnde with the rase cale that these were
ed e mtended o fund innovative projects, the absence of
Aclear ot brhzal poliey fed to the miistse misepplication, and
conieral woste ol tunds which were already criticatly tinmited.

Aticther problem at the time of the eractment of Titde Vi was
e tact that 21 states anchuding California, fouisicina New Mexico,
“ew Yorh, Penmnsvivanio, and Texas—had English onle kawvs: D Aax
Poatteriv, who was the Caditorna chiel sehoot oiticer frome 1963 10
1o wae vehemently against bilingnal instrnction s Ronald
Peooan, who seived as covernor off Calitorns from 1966 to 1371,
At ot tavor the lingnal approach either, bt his public pro
Dot ements were carciully guarded —tempered by the inevitabie
Drede o8 Tis State Tnoseven states, inelnding exas, teachers risked
Connal penalties or revocation o their licens- il caught teaching
iy othier hinatiees, Obvionsiv, these districts e incligible to re-
cove hndime that required instoaetion e langnages other than
Fonchsi Interestinglvowhen monies became availanle, many ot all)
Ot e states scirried o cliange their laws to permiit them to teach
Liimetally, Others simply ignored their own lews, procured the
tnds, and naplemented the programs-—atbeti “iilegodiv”

1
\

POTENTIAL FOR SEGREGATION

Attother aspect of Title VIL which swould beeveene a vudnerable
pomnt. wirs the assimption that the Act licensed sconls 16 isolate
henistic minority children despite the faet -t s regulations
called tor the mclision of Enghsh speaking pupad F v oilinguald pro-
croamms one o volimtan basis, Very tew Anglophoess were found to
voltne er the st veir of the progrianms. Observers specudate that
e reasons Cor the ek of Anglo participation inchuded the follow:
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I The proarams were still new, did not have a "track record”
and were not widely promaoted.

2. Most programs were locited in the heart of the Hispanic
ghetto, in schools clearly identitiable as "Hispanie schools™ often in

“dismal environments,

3. The programs were stigmatized from the bedginning with a
“compensatory” labet-—hardly the kind of magnet programs thal
would attraet students voluntarily,

In the second vear, Title VI national director Dr. Albar Pena
msisted on the inclusion ol Anglophones on the basis that:

1. Bilingual classes required the simultaneous presence of two
monolingual groups {(by definition, a bilingual class does not truly
become bilingual until both groups are mixed).

2. The presence of English speakers in a class induceed the
non-Fnglish speakers to learn English by providing role models.
tAnvone who studied Spanish, Freneh or German in American
schools or English -in Puerto Rican, Cuban or Mexican schools
where there was no opportunity to use the language outside the
classroom woudd appreciate the wisdom of early role models.)

5. Bilingual classes completely composed of one or the other
group lostered edacational segregation and discrimination (in vio-
Lition of Broren, Civil Rights legislation, and sound ceducational
practice).

Opponents of the integration madel reminded USOE that His-
panic children had been segregated before bitingual instruction was
available, A the time Title VI was enacted. 65 percent of all His-
panics in clementany schools and 53 pereent of all Hispanices in
secondany schools were attending schools with predominantly mi-
nority enrotlment. 2™ Hispanies feared that the inclusion of English-
speaking stadents in bilingual programs would mean that the
already meader funding would have to be divided further. watering
down the basic purpose of the program. They were not willing to
do that, especially when Anglophones had access to other programs
not available o children of limited English ability. Each English-
speiking participant represented an excluded non-English-speak-
ing stadent,

Therewas also another difficulty in involving English-speaking
students in bilingual programs, which caused a legitimate concern,
In the early stages of bilingual instruction students needed to be
crouped linguisticadly f6r the purpose of teaching them in their
native linguage. Obviously, if children who did not understand the
linguage of instruction were included in the group. they would have
been subjected to the same aberrations under which non-English-
speaking children had been functioning and which bilingual educa-
tion wias supposcd 1o correet,

Non-Englishi-speaking  children were also grouped for the
purpose of teaching them English as a second language. Again. the
involvement of children who spoke fluent English in the carly stages
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ol ESL instruction wonld be not only hering for them—it would
seem ladicreus, Integration, if tried at all, would have to be phased
in eradoaily after the threshold barrier of conumunication was over-
COmne,

Parthv hecause of its uncertain future and partly hecause v was
the only stiategy available to assist a growing number of under-
achieving .sln(!r. nts, bitingual education was initially accepted as a
Dot fide reoson for sedregating students (on pedagogical grounds
and not for the purpose ol discrimination). Suspicious that this
coneession would be abused, Alfredo Mathiew. the tirst Puerto Rican
to serve as community superintendent in New York City, warned
against an Cemotional and sentimental devotion to bitingual educa-
tion that would play right into the hands of those who would use
it as o disguise for a new form ol segregation or for resegregation.”
He reminded his colleagues that Hispanic children would be ex-
peeted to tunction in aworld composed of (and dominated by) Eng-
listi speaking ethnic groups and that their ability to survive largely
depended on their confidence in dealing, with these other cultural
xl).(s on equal terms,

However, evenr those who supported the integration concept in
bilingual edieation felt that, given the funding limitations, pri-
orities wonld have to be set which would first address the urgent
cduciaional needs of non-English-speaking children and relegate
the integration teature to the time when funding levels were ade-
quate, Unfortunately. funding never did reach adequate levels and
wegregated bitingnal programs Nourished relatively unchallenged,

As the movement gained momentum, some school adminis-

trators expressed wariness in offering bilingual instruction in their
districts on grounds that it violated the antisegregation policy of
Civil Rights, In professing this commendable repugnancy toward
pupil segrecation, however, some school officials were missing the
point that the mere physical desegregation of students—in and of
itself—wis not sufticient o insure equal educational opportunity,
Indeed, descgregation plans normally called for other provisions,
including curriculum modilication, teacher inserviee training, and
related special services hesides desegregated pupil assignments.,
Without ihese considerations, descegregation could result in a dis-
servics to children with particular needs, such as a fack of proficien-
v in English,

This dilemnaaned the incipicnt, unexamined consensus among
cducators. that bilinguad education and school descgregation were
mutually exclusive were two of the reasons why State and Federal
cducational mithionties waived the rights ol national origin minority
children to desegrepated schooling in order to facilitate their aceess
to bitingunal instruction. This “bhenign™ segregation was generally
condoned by both Hispanie parents and bilingual educators, ration-
alizing that Hispanic children had scldom been included in de-

sedregation offorts anvway, They pointed out that descgregation
plans were traditionally Black- White student exchange programs, 1f
involved in desegregation, Hispanies were often counted under the
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ccneral rabric ol pinoritg and sometimes used 1o Udesegregate”
~chools by mixing them with White Anglo students, leaving Black
~tudents in isolation. Other districts, classifving all Hispanics as
Caneasions, would use them to “desegregate” all Black: sehools
without having to signilicantly integrate their White Anglo students
with oy minority: group. Besides mamtaining the -segregated
Slattis, hoth strategies were failing 1o take into consideration the
specitic cultural and lnguistic necds of Hispanic students and. of
cotrse, were making no provisions for these needs.

was not difficult 1o understand why the culjural isolation of
their children did not scem (o be a concern to most Hispanic
parenis - especially those who were recent arrivals to the U.S, Main:
Fnd, snch as Puerto Ricans, Hispanic children felt more comfortable
among other Latinos with whormn they shared a common language,
cultire, and svstem of values, They did not quite understand the
mplication of segregated schooling, for they had come from a socicty
where stratitication was based on a class svstem determined by
SOCIOECONONC Stiltis-- not by the color ol one’s skin. Racial dis-
crimination in their homeland had been relatively negligible, There-
tore, they conld not reate to the anger of Blacks over segregation.
In faci. the hosuline Hispanies had suffered in the US. Mainkind
had often come trom both sides—White and Black--so they had
nothine to gain by taking sides oncan issue they felt did not pertain
to thenn As carhe as 1966, Joseph Monserrat, who later hecame
prestdent of the New York City Board of Education, was saving that
Prierto Ricans could not pereeive themselves as a racial minority
becatse there were no raciab minorities in their homeland. The term
“nunorty” on the iskned was applied to the membe s of the political
party dhat tost o election. And while they wert cognizanl of the fact
that in the Sttes housing wis available to them only in segregated
S, thev aiso aceepred the readite that they could not afford to
purchase homes in middle-class White Anglo neighborhoods any
wav, So thev saw sceregition as part of the consequences of their
{temporanyy ceconotnic circumstances: not their (permanent) race or
ANCeSUY,

1 was ~omewhat ditterent with Mexican Americans, most of
whom had tived in the TUS Mainland all their tives, understood the
mocdus operandi of American society, and had experieneed the ef-
feets of sceereoation. They had not only been assigned to segregated
~chools. but had been hurther segregated within schools by reason
of “Lmenage difterence,” a practige that had heen somewhat sane-
tiored by the Texas Supreme Court in Del Rio 1SD v, Salvatierra
in 1vno.m

Do jure scgregation ol Mexican-Americans did not end ungil
1915 416 with the ruling in Mendez v Westminster, which was up
Held the following vear by the Ninth Circuit Court ol Appeal. This
marked the tirst thne that public schoot segregation was denounced
in Federal court—an important precedent for Brown, The anti-segre-
giition policy was reaffirmed in Delgado v. Bastrop in 1948, which
also extended it to other Latin Americans,
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I Gonzalez vo Sheehyy asait filed in 19510 ehallenging the
lecahv ol seurevatme non English speaking studen:s in Arizona tor
the bona ide prirpose ol instruction, the couri saick:

Stch separate allocations, however, can be Lnvtullv made onlyv after
credible eximmation by the appropriate school anthorities ol each
child whose capacite 1o fearn s under consideration, and the de-
frrnnnabion of cach seeregation must be based whaolly upon in-
discrinunate toreign languaee “impeditents™ in the indiridual
child regardless of his ther) ethnic traits or ancestry,

Other desedregation cases involving Hispanics included Brad-
leg v Milliker=o~ Morganvy. Kerrigan (Morgan v, Hennigan) 200 Unit-
ed Stades v Board of Education of Waterbury?' Arvizu v. Waco
Independent School District® Zamorav. New Braunfels Indepen:
dent Sehool 2 Soria v, Oxnard School District Board of Trustees,
U Harew Community School Board of Brooklyn, NYC School Dis-
trict No. @ L2 Tasby v Estes? Alearado v. El Paso iSD#% and
United Stetes v Midlancd Independent School District.27 Also. Her-
nandez, Mendoza and Morales.

I 1970 o Federal Conrt in California challenged placement of
non-English speaking children in dasses for EMR (educable mental-
W retarded) and required the State to test ali children whose native
fanenage was not English and te retest all chitldren in classes for
the retarded at thae time ™ In short, language discrimination. bi-
lingual education. and national origin desegregation had a judicial
history spanning more than half a century,

The first court case to hold that the principles of Brown applied
to Hispanics as well as Biacks was Cisneros v. Corpus Christi*' in
1970, The Federal District Court held that Mexican-Americans were
anidentifiable ethiie minority with a past pattern of diserimination
and were entited 1o separate remedies—which could inciude bi-
lingual education. It also established that the degree of segregation
in anyv given school could no longer depend on the ratio of the
number of Whites to the combined number ol minority pupils
(Black und Hispanicer in that school,

This coneept of tri ethnie desegregation was followed in subse-
quent court ciases. One court stated: "No remedy for the dual system
can be acceptable il it operates to deprive members ol a third ethnic
group of the henelfits of equal educational opportunity. To exclude
Mextean Americans from the benelits of tripartite integration in the
vervact ot effecting a nnitary svstem would be to provide Blacks with
the henefit of integration while denyving it to another group on the
hasis of cthnic origin, ™2

In United Stetes v Texvas, the court ruled: "We see no reason
to helieve that ethnie segregation is any less detrimental than racial
segregation.” The judge mandated a comprehensive desegregation
plan that included bilingual edacation for Mexican-American and
Anglo-American sturlents in the San Fetipe Det Rio CISD.-The basis
for that order was the Court’s prior determination that there had
bheen de jure sedregation.?! The purpose of the order vas. therefore.
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’

to “elimin nination root and branch™#2 and to create a
unitary - cm Cwith o Mexican schools and no White
schools b ols, 220 However., the court order was eventually
thwartes mation of the hostility of the school board and
Lw enlo: - Federal agencies charged with the responsi-
bilitv to iy ¢ plan.

H.E.W. MEN. °. . yDUM

There was no o bt that although Title VI of the (Zivil Rights
Act of 1964 prohibited discrimination and segregation on the bases
of hoth race and -~ otional origin, only the “race™ aspect was being
senerally enforcec Phe needs of national origin minority children
had been largelv snored.

After compi e reviews by the US. Department ol Health,
Education. and s - e (HEW) revealed a number of common prac-
tices which had e effect of denving cequality of educational op-
portunity to Spanish-surnamed pupils. the HEW Office for Civil
Rights decided in 1970 to remind local school districts of their Civil
Rights (Title V1) responsibitities to national origin minority pupils.
After a great deal of preliminary work. rescarch. soul-searching,
approval-secking, and documentation had been done to establish
the legal basis for the proposed message to LEAs 2 an official
memorandum was sent on May 25, 1970 to all sehool districts with
five pereent or more national origin minority enrollments.

The memorandum. signed by J. Stanley Pottinger. director of
the Office for Civil Rights, expressed a concern with respect (o
disadvantaged Hispanie students as well as pupils from other na-
tional origin minority groups. such as Chinese and Portuguese. 1t
did not mention segregation as an inunediate problem, focusing
instead on the finguistic needs of these children. It direeted schools
to be particularly mindful of the following

. Where inability to speak and understand the English
Tanguage excludes national origin minority group children from
effective participation in ‘the cduecational program offered by a
school district, the district must take affirmative steps to rectify the
langnage deficieney in order to open its instructional program 'to
those students,

2. School districts must not assign national origin minority
group students to classes for the mentally retarded on the basis of
criteria which essentially measure or evaluate English language
skills: nor may school districts deny national origin minority group
children access (o college preparatory courses on a basis directly
related 1o the failure of the school system to inculcate English
language skills. :

3. Any ability grouping or tracking system employed by the
school system to deal with the special language skill needs of na-
tional origin minority group children must be designed to meet such
language skill needs as soon as possible and must not operate as
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an educational dead end or permanent track.

4. Schoot districts have the respoensibility te adequately notify
national origin minority group parents of schoot activities which are
called to the attention of other parents. Such notice in order to he
adequate may have to be provided in a languade other than English,

ETHNIC DEMOGRAPHICS

It was a fairly well known fact that at least 25 million people
in the United States did not speak English as a mother tongue, This
fignure was considered very conservative 2y some demographers, who
estimated  the non-English-language background (NELB) popu-
lation in 1970 to be as high as 43 million. Eight of every ten NELB
persons were belivved to have been born in the United States. Half
of them spoke either Spanish (eighteen percent), German (fourteen
pereent). Halian (eleven pereent), or French (seven percent). Five
million of the NELB population were children. of whom three miltion
regularhy spoke their native language at home. (Spanish wies the
home language of 1.8 million children, including more than 306.000
Cuban refugees. In addition. close 1o 200.000 children spoke a var-
ety of Indian tongues. The renmaining one miliion spoke other
languapges, such as French, German, Italian, Polish, Czech. and Asian
tongues.) The Census coded more than 72 languages in the US,

Four ditferent immcans of identifving persons of Spanish ancestry
were used: (1) birthplace, (2) Spanish surname. (3) mother tongue,
and i) self-identification. A question asking people to report it thev
were of Spanish origin or descent was first used by the Bureau of
the Census, It was a subjective identifier in the sense that it rep-
resented the respondent's self-identification or perceived origin..
Many people in the United States who had a tvpical Spanish last
name did not consider themselves to be of Spanish origin. For
instance. among all persons with a Spanish surmame in the US..
oniy about two-thirds reported that they were of Spanisit origin, On
the other hand, persons who considered themscelves to be of Spanish
origin or descent may or mav not have had a Spanish last name.
For example. one-third of the persons in the U.S. who reported they
were of Spanish origin did not have a Spanish surname.

Althongh a little more than nine million Hispanics were
counted, the Bureau of the Census admitied it had missed a signifi-
cant porticn of this poputation for a varicty of reasons. Unofficial
“guestimates T extended to fifteen million. The somewhat hyperbolie
speculation was considered not only fair in the interest of a noble
canse. but essential in view of the Census undercount. Thus, one.
coutld extrapolate the actual number of Hispanices to fall somewhere
between these two extremes: probably around twelve million. It was
believed that hall of them considered Spanish their mother tongue.

Many major cities had substantial propuortions ol Hispanics. El
Paso and San Antonio in Texas were 58 and 45 pereenit Hispanic,
respectivelv. New York City, as well as Los Angeles and San Jos¢ in
California had 15 pcrvcnliiﬁ;p\anic proportions. Denver had 13



O

ERIC

Aruitoxt provided by Eic:

The Best of "T'wo Worlds a3

pereent, Phoenix and Houston had T percent each,

Fifiv tive pereent of the Hispanies in the US, were Mexican-
Americans and sixteen pereent were Puerto Ricans, For the tirst
tme since mass migration from Puerto Rico began in 1946, more
Pucrto Ricans were returming to the istand than leaving it in 1971,
Returnees  ontnumbered  emigrants by more  than  eighteen
thousand that vear.

Hispanic families were carning only 73 pereent of the average
American family income at the ])(‘“ll]llll]“ ol the decade. Comprted
separately, however, Prerto Rican families were carning only sixty
percent ol the American unilv average income.

Family Inccme in the U.S. in 1971
Below Poverty

Ethnic Group Median Income . Level
Al US. families 51285 13%
Hispanie families SR T 29%
Puerto Rican Lanilies 6,185 32%

There were more Paerto Ricans in New York City than in San
Juan. Apparenty. the initial immigrants were not the onlv ones to
tform clusters and remain in ethnicallv-identifiable population
pockets, Fven in modern times. the predominant ethnicity of many
communities thronghout the US) could be casily discerned.

Chicago had the lardest Swedish population in the country,
followed by New York City and the Minneapolis-St. Paul arca. The
sreatest concentrations of American Poles were found in New York
City, Chieago, Detrait, Philadelphia, and Pittsburgh. Most Ukrain-
fans lived inor aronnd New York City. Chicago. Philadelphia. Detroit,
Cleveland. and Pittsburgh, Most Greeks in the United States were
i New York: but many lived in Minois, Massachusetts, Calilornia,
and New Jersey.

As later immigration quotas became more equitable, more non-
White. non-English-speaking innmigrants were arriving, The lour-
teen thousand East Indians who arrived in 1971 constituted the
largest number ol-immigrants from India in the history of the U.S,

The 1970 Census counted 591.000 Japanese. 435.000 Clrinese,

3+13.000 Filipinos, and 70,000 Koreans. California was the residence
nl 40 pereent ol all the Filipinos in the' Uml((l States. 39 pereent
ol all the Chinese, 36 pereent of -the -Jd[)e.l“(%(‘ and 24 pereent of
the Kopeans, So many Korcans lived in the Olvmpic-Vermont section
ol Los Angeles, that the arca became known as “Korea Town.”

Korcans dgenerally had much higher educational attainment
tevels lh;m other ethnic groups i the U.S. According to the 1470
Census, 36 percent ol US. Koreans over 25 vears of age had domn-
pleted at least Tour vears of college. So had 26 percent of Chinese-
Americans, 22.5 pereent of the Filipinos., 16 percent of the Japanese.
12 pereent of the Whites, and L5 pereent of the Blacks. In the New
York City Standard Metropolitan Statistical Area, which had the
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~econd Lieest Korean immigzration settement in the United States,

A% percent of alt adult Koreans had Tour or more years of college.

Anparenthy Astan Americans were doing all right for them-
~elves, The story wirs scinewhat different for new immigrants who
conld not funetion in Erdlish and tended 1o B isolated. In 1971
porents in San Francisco’s Cainatown refused to allow their chil-
dren to be translerred cut of their neighborhood schools-——where the
enrollinent was ninety pereent Chinese—because they did notwant
them attending schools where they would be oo minority, could be
~ubjected o diserimination, and would be tanghit by teachers who
they could not understand.

Orher iinority groups were faring worse than the Asians.,
Nitive Americans were probably at the bottom of the pyramid. The
population of American Indians and Alaskan Natives (Eskimos and
Alett=) was estimiaicd (o bhe more than S00.000. This was a con-
servative estisnate, stifled by faalty Census techniques and tae relue-
fance of many people to identity as Indians?> Nearly 200,000 of the
Inchans in the contiguons United States were believed 1o be living
on o near rescrvations, The largest centers of Indian populations
m the countny were believed to be i

Arizonn S5.000 North Carolina 10000
Calitornia 70.000 South Dakota 30.060
OKlahon 65.000 Montana 22000
New Mexico H7.H00 Washington 22000
Alaski 50,000

Two separate concentrations were discernable in California:
10000 were believed 1o l’\'(,- in the Los Angeles metropolitan area:
S0000 were estimated iny the San Francisco-Oakland Bay arca. Ap-
proxinuitely 20,000 1i\'(‘(1 in the Chicago metropolitan arca and
15.000 in the Minneapolis-St Pani arca 7

Cnemplovinent in the reservations averaged hetween 50 and 75
percent ften times tha of the rest of the nation). The average Indian
Funily incone wis 51,500 a vear. Their lile expectancy was B3 vears
at o tine when the national average was 65,

The school dropout rate for Indian stndents was twice the
national average. They averaded eight and a hall vears of schiooling
mot measured attaimmnent, inowhich they lagged two or three vears
behind White children). However, the median number ol years of
~chooling completed by Cherokees was five and a half: their dropout
Fate wios <itid io be alimost thres times the national average.”* Forty
sercent of alb adul Cherokees were considered functional illiterates,
There were cnough Americon Indian teachers or administrators for
anlv one pereent ol the Indian: children in clementary schools.

The total number of students participating in Title VI bilingual
programs doubled 1o 32,000 —in 1970-71. the scecond vear of the
precram. and the amount of Federal money appropriated for Title
VI tripled —to 521 miilion. It funced 131 basic programs.
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In time, nany other helptul programs would spin of! the Bi-
lincual Fducation Act. A modest Title V1T grant, provided through
New Jersev 1o the Children's Television Workshop (CTWIL mbide pos.
sible the carly bilingual segments on “Sesanie Street” CIW con
tinued the bilingual programming usitgg ovher funding sources and
hilingual actors became permanent featires ot the show. Other bi
hmgual television programs for children, suchy as "Carrascolendas”
and “Villa Alegre.” soon followed,

Title VL however, was still a voluntany research and develop
ment progrant s services were not reaching all the children thit
needed them, —7

THE MASSACHUSETTS BILINGUAL MANDATE

In 1965 a spanish-speaking community worker named Sister
Francis Georgia Vicenite, observing certain children “visibly roiuning
the streets” of Boston, conducted a door-to-door survey in a Puerto
Rican section of the citv. OF the 350 Spanish-speaking school-aged
children she tound. 65 pereent had never registered in school: many
others rarcly attended or had dropped out. Armed with these tacts,
SroFrancis Georgia weni to the Boston School Departinent to seek
help in locaring and providing meaningful programs for Spanish-
speaking chitdren who were out of school. Skeptical, Bosion school
ofticials told her to produee the “warm bodies.” If she did. they said.
CseatsT would be tonnd. :

At abont the < e time, leaders from Boston's poverty coni:
munities formed oL ask Foree on Children Out of School™ to in-

wvesticate the wav the school svstemn dealt with poor children gener-

allv. Ameng other things, the task foree found that as many as hall
of Boston’s estimated ten thousand Spanish-speaking school chil-
drerewere not in schiool 7 In fact, only one Hispanice graduated from
all the Citv high schools in 1971,

Phat veor, through-the efforrs of community leaders and the
support of kev legislitors tand after having failed inits firstattemp)
Massachoserts enaeted the first low in the nation to actually man-
date bitingual instruction, The Massachusetts L, signed in Novem-
her 1971, called for each sehool distriet to take a vearly census of
schoolage children with limited FEnglish-speaking abilite and to
classitv the ehildren aceording to the language of which they pos
sessedh o priomary speaking abilitv, It reqguired the Staie 1o offer a
prograum ol up to three vears of transitional bilingual education to
such children whenever there were twenityv or more within the dis-
trict who spoke o common fanguage other than English. The bill
stated that the Commonwealth would provide financial assistance
to compensate for the additional cost of such programs. Transitional
bilittgual programs were to be established in the vear following the -
cnactment of the legislation.

Massachusetts was the first 1o fonalize the term ransitional
hilingnal instruction to indicate that children would exit the pro-
gram as sooi as Hidy-were able to function in English. This distine-
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tion prevented students from remaining in the l)ilin'guul program
tor thie purpose of naintaming their linguage and culture. Inother
words, the Massachusett < law treated Bilingual education strictly as
a remedy tor chifldren who could not speak English. The mainten-
ance model recommended by omost bilingual advocates, was de-
siened to produce a tully bilingaal-hicuttural individual. Thus, main-
lenanee wis seenn as an enrichment prograny transitionr b was con-
sidered compensatory,

It was, perhaps, fitting tha Massachusetts-—where American
public education had its start—would hold the distinetion of being
the first state to have on its books a bilingual education law for the
twentieth centuny, It was also noteworthy, in view ol the fact that
the Federal Bilingual Education Act had been passed on the basis
ol the needs of Mexican-American children, that the first State to
cnact a bitingual instretion mandate would do so on the basis of
the needs of Puerto Rican children.

NEEDS CONFIRMED

Most new arrivals from Puerto Rico were voung, of rural origins,
and undereducated. Only nineteen percent were high schooi gradu-
ates; less than half had completed théir primary schooling,

Puerto ico was allocating one-third of its annual budget 1o
public education, but in 1973 that was oniy S513 per pupil—the
lowest in the nation. The island averaged around one classroom
teacher for 31 stedents, Some 38 pereent of the teachers had not
completed four vears of college and eight percent had less than two
vedrs ol higher education.

Student dropout was fairly severe. Only one-third of the sta-
dents enrolled in the first grade in 1960 graduated from high school
in 1972, Some vietims ol the dropout syndrome were the English-
dominant retarnees from the States. Nearly 26.000 students in the
public schools of Puerto Rico during the 1971-72 academic year
were limited Spanish proficient as a result of having started their
schooling in the UsSnMaintand. > where they had not been taught
to read or write in Spanish. Their circular migration pattern was
a classical justification for bilingual-hicuttural education. With one
foavitreach world, these voungsters tived alternately in two separate

- N . Lo - _
cultures Tmid hael to function in two different languages,

The reluctance of so many Mainland schools 1o provide bi-
lingual instruzcetion and ‘other vital services to national origin
minority  stidents  was  effectively starving these  children
academically but—more importantly—it was dashing their hopes for
a productive future.

Onby o small percentage of the students identilied as being
unable to function in English were receiving special help. The vast
majority were still handicapped by their schools” inability—or un-
willingness—to provide them an equal educational opportunity. By
cighth grade, 61 percent of the Mexican-American s'udents in the
Southwest were six months behind their expected grade level in
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reading Yeio onh clevenn pereent were receiving r(-mv(li;nl reading
instrucnon and anlyv bve percent were cnrolled in ESL clisses
Less than three percent were enrolled i Inlma,u xl classes, Nearly
halt of the Mexican American students in Texas were dropping out
hetore completing hieli school. (Some estimates placed the dropout
rate as high as cighty percent,) Bilingual education. ms myv theorized,
was the onlv hope for these voungsters, That thenn, however, wis
not ver supported by cimpirical data.

As carly as 19720 Go Richard Tucker and Alison d'anglejan of
MeGill University urged administrators and cducators to hedin to
devote more of their attention to defining aceuratel the charac
teristios and objectives ol their programs and to setiing up long
ternn evahition procedures: To provide a focus for their evaluation,
thev recomnie Heded thant rescarche s adopy the following four widely
helda belicts as their working hivpotheses:

Lo Chuddren who are instructed bilingually from an carly age
will \u.lzx coenttive or intellectual retudation in comparison with
their manolimeually instructed conmterparts,

S Theswill not achieve the same level of content mastery
thiein l.mxmlmul dhvinstructed counterparts,

S0 They will not acquire aceeptable native language or target
Liniaee skills,

LoThe majoriny will become anomicindividials without affilia
tionn 1o either ethunohinguistic contact group.

Although Tacker and d'Angician were quick to stiggest it
these tour hypotheses were mvths, they explained that each rep-
resented an important beliet, fear, or perhaps even a hope shared
by lav people and protessionals from diverse backgrounds in many
communitics,

Once o! the carliest rescarch projects on hitineual education in
the 1970 was aninternational bilingnal cduciation project directed
by D Alexander Plante and supporced by the Hazen Foundation.
It compared ilingual approaches in Connecticut (the project’s
home hasel. New Jersev. Sweden, and the Netherlands, The project
showed that inereased seif estecmn resulting from bitingual instruc-
tion translated into betrer performance in the classroon,

In another study, Spanish-speaking students participating in
the “Arriba™ bilingual progriem in Philadelphia were found 1o be
twice as likelv to gricdusde as were their non participating Hispanic
peers throtghout the « iy Those who had beerrin the program sincee
tenth erade were four times as Hkely to graduate as wefe non-
participating Hispanics i the same school. The program was
directed by D Eleanor ';ln(l\lr()m

In San rancisco. 135 Chinese children (many of whom were
recent immigrants) mm)ll((l in o bilingual-bicultural program for
grades one through three scored one and a half vears ahead of
students in the Distriet's ESL program in reading and math. They
scored one vear ahead of all students in the district and five months
ahead- ol the national norm for third graders.
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THE ST. LAMBERT EXPERIMENT

Jnst about the tine hilimenal education was beginning to
cather momentunt, i 19720 the movement was rocked somewhat
swhen o tein of respected schotars, Wallace Lambert and Richard
T ker releised the resnlis of astudy that secemed to support teach-
e o second Lingnage by toral immersion

Uhe research evaltated an imanersion program tor Anglophone
Conadiim children who were tnieht exclusively in Frenehe in
kinderearten and tirst orade, and primarily in French trom grades
two throueh tour, except for one hour ol English langnage-arts
mtrietion cach dayv. At the end of the fourth grade, the children
read asowell in English as the English control group. They also
pertormed extremely well in Freneh when compared with French-
Conadian children in o reenlar French program, fnaddition, i was
founed that as skillwith the other lainguage evolved, attitudes toward
the other cthnolingaistic group became less saspicions and hostile.
The pupils attitudes toward Freneh-Canadians were basically the
wotie tor both groups as ol the kindergarten yvear. By grade five,
Lowever. the carhe immersion pupils relative to the controls “liked”
French pecple more, were mueh more prone to say that they would
Be “just < happe™ had they been born into o French fannly. and
wiw themschves s hecoming both Endlish and Freneh-Canadian in
thar makenp, much more so than the comparisor: children. Ap-
parently, through their language learning experience, much of the
torcicnness ol the other group had been dispelled, and they had
heenn to appreciate the distinetive and the shared characteristies
of thie other cthnolinanistic group.

While this and other stadices vielding similar results were cited
frequenthy s evidence that it was unnecessany to use the native
language for instrecetion, edncational rescarchers pointed out thit
the socioeconomic backgronnd, student self-concept. and school-
pupil relationships in the St Lambert experiment were quite cit-
frenn trom the conditions surronnding the experience ol language
minorite children in the United States, Essentially, the children in
the St Lambert experiment belonged to the dominant linguistic and
cuitiral gronp. Rather than being compelled as a minority group
o dearn a sccond kmguage, students were consédered privileged to
he receiving instruction through anether medinm. Experts believed
Lot inmmersion n o second langtage conld be successtal when:*

o children came [rom middle- or upper-cluss homes

o children's linguistie development in the native language was
high

o the home langnage had high status in the community

o there was a strong incentive for the children to learn a sec-
ond language

o (here wore positive expectations for student suceess

o there was strong community and parent support for the

])l'()vﬂl'illll
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o children remained in school past the first few grades
« program quality was high and was specifically designed for
children who were learning a scecond language

Converscely, experts suggested that beginning the teaching in
the mother tongue was preferred—and was academically and
psycehologically beneticial:

tor children who came from low-income families, and who
were not proficient in their native language

« in communities where the home language had low status

o for students likely to leave school in the early grades

« where teachers were not members of (he same ethnic group
as the students and may have been insensitive to the values
ancl traditions of their students

LACK OF LOCAL COMMITMENT

Of the six million children estimated to be of limited Engiish-
speaking ability in the United States. five million were said-to be
Hispanic. O the 161 Federally-supported bilingual programs in op-
eration in 1971 72, 130 were exclusively for Spanish-speaking stu-
dents. :

In et the location and linguistic type of these projects reflect-
ed the size and distribution of the Hispanic population in the United
States. The prograns were largely centered in Texas and California.
with New York State having the next highest number. Other
Laneni ees used in Title VIE bilingual projects included Portuguese.
Chinese. Russian, and Freneh as well as Eskiro Yup'ik and twelve
ribal American Indian tongues.

A s25 million Title VIT appropriation served nearly 84,000 stu-
denis during that vear. Another 66,000 students were in bi-
tinenat programs tunded through other means. Around 1972, 32
states were reporting students in bilingual education programs,

Some ol these students were participating in programs funded
by other (non-Title VI Federal sources and others were in programs
h(jndv(l by local educational agencies. Those in Massachusetts were
fiking part in new programs funded—and mandated—by their
SLate, The benefits of these programs, however. were not vet felt. In
Boston, tor exanple, ninety percent of the Puerto Rican pupils never
macke it to high school?#

Not surprisingly, the provision of educational services to these
childfen was generally a low priority in many school districts. Ob-
servers linked this neglect to the lack of political and economic
power in Hispanic communities. If. indeed. the extent ol children’s
access 1o resource atlocation was directly proportionate to their
parents” influence in p,'oli(.‘ynmking. they reasoned. then Hispanic
chikdren were the most powerless, for they belonged to a socially
barred and cconomically disadvantaged ethnic minority without
representatives in Federal., State, or local government.?®
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Only one Hispanice group, the Cuban community, was i ing
~orne neastre of cdneational, coonomice, and political success, n
fact, Dade Counny declared itselt a bilingual jurisdiction. and
Spanish became the second official language for suchr things as
clection ballots, public signs, and local directories,

The ceonomie indicators of 1973 oftered a profile of the con-
ditions of Hispanic families in the United States. While eleven per-
cent of all US, families carned below the low-income level, 22 pereent
of the Hispanic tamilies were below that level. Three percent ol all
1S, Famnilies lad an income below $2.000. but four pereent of the
Hispanic tamilies did. ‘

Hispanics were underrepresented in the high salany seale and
overrepresented at the low-income level, Their poverty added to the
burden of the cities, for sixty pereent oft US. Hispanies lived in
metropolitan arcas, (The national average was 39 pereent)

Pablic schools were nornially funded by local property taxes.
Thits, the lower the property values, the lower the quality of the
~chaols, This method of school subsidy was challenged in Rodnguez
v, San Anonio Independent School District as unconstitutional
becanse it tended 1o foster inequality. The case was ultimately de-
cided by the TS, Supreme Court, which ruled in 1973 that wealth-
hased ~chool finaneing discrimination did not viokate the equal
protection clause of the Fourteenth Amendmient essentially because
cdneation was not a himdamental right sinee it was not guaranteed
by the US. Constitutiorn. k »

[ addition 1o lacking tlie money to support programs in bi-
ineual cducation, many school distriets lacked the interest to imple-
ment the progrims, Many pereeived bilingual programs as a sort
of uisance and did littde more than patronize bilingual advocates.
Some school administrators, noting  the number of  different
languages spoken by the students in their districts. wondered
alondand rhetoricallv—if they would be expected to offer bilingual
instruction using every single language present in the district. in
1973, tor example, schoolb children in San Francisco were coming
fronn hontes where 63 different languages were spoken.

Because of this unwillingness or inabitity ol many local districts
to invest their own money in bilingual prograns. educational ad-
ministrittors generally had o package tfinancial aid for bilingual
progrims by combining often-unrelated grants in order to imple-
ment theirsprojects. This fisceal juggling happened even in school
svstems with somewhat generous budgetany support tor bhilinguat
cducation. For example, sinee Title VIE would not pay for classroom
teachers, in 1972 Chicago used the Emergency Employiment Act of
1971 1o pav for teachers in a Tite VIE program#** Some states
combined funds from Titles 1L HL VIL and other titles of ESEA 1o
subsidize bilingual programs. In this regard, while many biingual
practitioners were displaving an amazing ability in grantsmanship
in their efforts to keep the progrants in operation. they were losing
sight of the experimental goal of TFitle VIL

in 1972-73. the Titie VII appropriation was increased to $35
million. The number of basic programs increased to 217 and the
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ninnber of students scrved inereased 1o 108,800, That vear Federal
administrators were talding about “planned varisa e <7 The phrase,
which probably originated among the edneation components of the
Model Cities Program ™7 meant that bilingual programs were ex-
peeted to be difterent from one another in a planned way, so as to
discover amd validate methods that worked best. The idea was to
have cacle district design an innovative projeet, colleet reliable data
to document it and make the model available for replication by other
districts. Unfortunately, too many administrators disregarded the
intent of Title VITand used the funds instead to simply sustain the
provram for as,long as they could—often supplanting services that
local districts were responsible to provide with their own budgets.

The «xtent to which school distriets were willing to use their
own local revenues to provide hilingual education was, perhaps, the
most accurate indicator of the genuine interest in this mode of
instrnction. There is no doubt that il there had not been a Federal
“carrot,” there would not have been hilingual instruction, despite
thie et that proposals subinitted to Washington requesting Federald
fundime hiehly praised the virtues ol bilingual education.

In an ellort to toree local commitment. Sen. Joseph Montova
(O NN intodeeed abill to amend the Bilingual Education Act) in
which it was requested that local districts mateh Titde VI funds ot
the rare of 25 local 1o 75 Federal Sen, Edward Kennedy (D-MA). on
the other hand, drafted a bill suggesting that Federal bilingual pro-
cranis be centratized and expanded. The administration, for its part.
wits sponsoring the Better Schools Act. which would have made
bilingual education tunds available in the form of revenue sharing,
Two et issues were raised during the hearings for the Kennedy
hilll which had beea introduced  with Cadifornia’s Sen. Alan
Cranston as the Bilinenal Education Reform Act of 1971 (1) how
rriach bhilhmeual eduacarion should LESA students receive betfore they
can beomainstreamed and (2) who would determine the suceess o1
ulinre of o bilinend ™ program, i

The question P whether local projects should be a “tran-
sitional™ (1o Enelis:y program or a “maintenance” (ot the home
Limenage and culturey approach appeared to be the one most impor-
rant issue of local projects. Transitional programs were designed to
assist lineuistically ditferent stndents to “eatch up™ with English-
speaking children in Enelishespeaking ability so that they could
enter quickly into the rraditional education program, Maintenance
programs emphasized the use of the child's language and enltural
traditions as nwedia ol insiruction belore and after English com-
petence was achieved, The US. Commission on Civit Rights sup-
ported the broader coneept of maintenance.

ALTERNATIVE FUNDING SOURCES

The provisions of the Elementarny and Secondany Education Act
(ESEA) of 1965 were supposed to run in five-year eveles. Thus, Title
VI of ESEA (Bilingual Education Act) was duce for re-authorization
in 1973, The vagaries of political and economic life being what they
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are, however, the Llaie of the Bilingual Act was in doubt for a time
carly in 1973 The sweeping reorganization ol governmental depart-
ments under the Nixon administration resulted ur e - elimination
of some social services and eduacational programs or i their place-
ment nnder different covernmental anthorities, Congress did take
action, however, 1o continue the Bilingual Act on o one-vear basis
with the same tunding as the preceding vear: S35 million, Bilingnal
projects already in operation and approved for continnation were
as=tred of receiving funding for the 1973741 school vear though no
applications for new projects were to be aceepted ™ Infact, the
mnnber of hasic programs deercased to 21 which were spread over
28 states. four territories, and the Distriet of Columbia. California
and Texas acconnted for nearly hall of these projects. Although
Spanish was overwhelmingly the home inguage most used in bi-
lingual programs, there were programs in Chinese, Freneh, Navajo,
Portnguese, and several other—mostly minoritv—languages. Ten
Stites were spending their own monies on bilingual education. Cali-
fornia and Massachusetts were leading the state expenditures with
totr million doltars cach.

Anattempt o enaet a bilingual aw similar to Massachusetts”
failed in Colorado in 1973 but succeeded in illinois that same vear.,
followed i 1971 by Texas (which only four vears carlier outlawed
in=triction in any langaage other than English. Bilingual instruc-
tion was also mandaied i Pennsylvania by ant exeeutive menmorant-
dume issucd by the Commonwealth's seeretary ol education, which
had the same foree as o law. Althongh not necessarily mandating
bilinanal edbication, laws permitting its use nnder certain circum-
Stances were cnacted by the state legistatires of New Mexico and
New York in 19705

The aforcmentioned  faws varicd in scope. purpose,  and
Hoancial commment. Some states went bevond the requirements
o bwand others ciretmvented their own Luwws to provide services
to LESA stidents, Laws in Alabama, Arkansas, and West Virginia
prohibited teaching in any other language but English. Similar kuws
existed. bt were not enforeed, in Delaware and Nebraska,

Many states remained silent on the issues of bilingual instruc-
tion, But several of them. nonetheless, were providing services to
LESA <tudents, Some sonthern states were still receiving Cuban-
refugees who were enrolling their children in the public schools,
Forcign capital investment inindustries was also pulling in some
LESA children. South Carolina, for example. was educating students
who spoke French, German, Korean, Russian, and peninsular
Spanish in 1975 In most cases, these children appeared singly in
the classroom composition and, except for their own siblings, singly
in the crrire school's or distric Us-—population. Thus - individ-
nalized <emvices had 1o be provided to meet the needs ol these
voNNgsters,

In 1971 althongh bilingual edueation was not compulsory in
Calitornia, that State's legislature appropriated four mitlion doltars
to fund bilingual programs. Similar fiscal support was evident in

112



O

ERIC

Aruitoxt provided by Eic:

The Best of Two Worlds 103

Minois. where the Taw mandated bilingual edueation. Unlike most
other states with Luge non English speaking populations, most k-
nois bilingual programs were funded from State revenues. From
1970 to 19723 State funds for bilingnal education increased tenfold.
In 197:3, sone 19 bilingual programs were State-funded. nine were
Federally funded (ESEA Titte V1L and one was funded by the Chi-
cago Board of Education. (The citv of Chicago also contributed to
some of the other bilingual progrinns above the city-wide per eapita
expenditure level) Hall of the bilingnal programs were outside the
city of Chicago. The Hlinois General Assembly appropriated six
million doilars tor hilingual programs in tiscal year 1973 This ad-
ditional revenne allowed the mnmber of Chicago projeets to increase
to 57, and the downstate projects to 35, The mumber of children
served in bilingnal programs jumped from five thousand to fifteen
thousand.”

By the lollowing vear (1975) Hlinois was reporting 105,300 bi-
lingial students in the public schools. More than half ol them were
Spanish speaking (Mexican-Americadl, Puerto Rican, and Cuban).
The remaining 15800 were speakers of one of 133 different
lmenages, The largest concentrations were found in Greek (2.600).
Nalian (1,900, Polish (1.700), Chinese. and Arabic (1,100 each).

By aned larges bitingual education in most states was an adjunct
progrars conditioned upon the availability of “soft™ monies and
involving only LESA students, There were many reasons for this. The
most obvious and most often cited reason was that the distriets
with the greatest neca tor bilingual education were the ones that
could least attord the additional cost that was associated with the
programs. Hispanies, who were estimated to constitute around
eightv pereent  of  the  participants in bilingual - programs,
were - along with Native Americans-—at the lowest income level in
the nation.

I any event, there were at least adozen other funding sonrees
thiit could be used to provide bilingual education or retated serviees
to LESA chiliren, i addition to Title VIE ol ESEA. The most obvious
were Title 1 respecially the migrant allocation) and Title T Other
titles of ESEA were also used cither direetly for bilingual programs.
or lTor supportive and auxiliay services, such as ESL. purchase of
naterials, and others.

Some districts impacted with high enroltments of Cuban ehil-
dren received sizable sums of woney from the Cuban Refugee Aid
Act. Other districts were using Indian Ediication Funds for bilingual
instrnction. Funds targeted tor special populations were, of course,
available tor LESA students who met the funding ceriteria, These
included the Flead Start and Follow Threugh programs of the Eco-
nomic Opportunity Act, as well as Adult Education, Right to Read,
and Edneation lor the Handieapped,

Pari B2 of EPDA (Ednieation Professions Development Act) was
used for bilingual teacher training. Many unaccredited Cuban
teachers, for example, were trained and crecdentialed at Montetair
State College in New Jersey using B-2 funds in the early 1970s.
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Other bilineual teachers were trained throngh Teacher Corps,

Another sotree of Federal funds which could be used 1o meet
the needs of limited English speakers was appropriated in February
1973 1o implement the Emergeney School Aid Act (ESAA), which
had been enacted as Title VLot the Education Amendments of 1972,
The pritnany intent of this Act was to aid school districts undergoing
the process of school desegregation. The Act reserved a minimum
of four percent of annual appropriations for bilingual-bicultural
education on the assumption that national origin isolation required
desegregation remedies. Bilingual-bicultural education, the regu-
Lations stated, would be one of the essential tools in carrving oul
acdesegregation plan tivolving national origin students, ESAA regu-
Lations stated that schools which assigned students to or within
classes in o manner resulting Uin the separation of miinor ity group
from non minority group children for a substantial portion of the
school dav” were incligible for ESAA funding, These regulations
interpreted “snhstantial® separation as separation “for more than
25 pereent of the school day classroom periods.” Thus, where the
separation lasted for more than 25 pereent of the day. the presump-
tion was raised that classroony or tracking assignments were im-
permissibiv based on race. color, or national origin.

Bona tide abilite groupings, however, were exempted from this
presamption and prohibition. A bona fide ability gronping had to
mect tour requirements.

L. Placement in the groap must be based on cducationally-
relevant, nondiscriminatorny, objective standards of measurement,

2. The grouping must be maintained during the schooi day for
onlv as long as necessary.

3010 st be designed 1o meet the students’ needs and to
improve acadernic cchicvement and performance through specially
developed curricula taught by irained instroctional personnel.

The erouping must be shown through objective testing to
be educationally beneticial#

In other words, il bilingual programs for students with limited
English-speaking  ability: resulted  in - ethnic separation within
schools, prevailing case anthority and Federal regulations would
have sanctioned them as bona fide ability groupings, provided ac-
ceptable justification could be offered. Thus, denying bilingual
education on grounds that it violated desegregation mandates was
not fonger permissible. Seventy-five percent of the total bilingual
appropriation of ESAA was 1o be used for the actial implementation
of programs. In addition. one pereent of the total appropriation was
reserved for evahiation of programs. This plus the tact that. for the
first five vears of implementation, ESAA projects were appl()\c(l and
administered by the regional commissioner of the Office of Educa-
tion {rather than from Washington) resulted in much closer Con-
gressional serutiny than that under Title VII ESEA programs. There
were forty ESAA bilingual projects in a dozen states. Texas had

nearly hall of them, R
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9 Ethnic Awarerie_ss .
Movement

TILL ANOTHER SOURCE of funding that could be used for

bilingual-bicultural type programs became available in April

1974, when Congress appropriated $2.4 million for the im-
plementation ol the Ethnic Heritage Studies Act. Through' the col-
laborative cffort of Sen. Richard Schweiker (R-PA) and Rep. Roman
Pucinski (D-IL). the bill was signed by President Nixon in 1972 as
Title IN of ESEA. The stated purpose of the Act was to provide grants
tor the development of studies 1o afford students the opportunity
to learn about the different and unique contributions made by each
cthnie group to the national heritage. 1t called for the establishment
of rescarch centers on different ethnic groups in different parts of
the country “to develop curriculum materials for use in elementary
and second: v schools which deal with the history, geography, so-
cietv, cconomy, literature, art, music, drama, L)m_,uagc. and general
culture of the droup with which the center is concerned.”

A newborn interest in national origin had created a clamor, not
only for fanguages, but for cultural studies as well. The nation had
picked up the slogan "Black is Beautiful™ and carried it to its logical
conclusion by applving it to all ethnic groups. Bumper stickers, T-
shirts, posters. and buttons announcing "It is Great t6 be Italian,”
“Proud to be Polish,” and "Kiss me, I'm Latin"—as well as Afro
haircuts and Sionx headbands—began to appear evennwhere. Soul
food became a respectable gourmet.

Perhaps the most important manifestation of one’s national
origin was speaking the mother tongue. It buttressed one's ethnic
identity, enhanced one’s prestige within one’s own group. and gave
credence to one’s ability to provide more rounded interpretations
of the group's needs to persons outside that domain. Others in the
‘group tended to regard those who (ould speak their language as
individuals who were not “stuck up™ (or who felt they were better
than the rest of the group). They were also viewed as unco-opted
by their education and their participation in the dominant society.
Accordingly, they were trusted and respected. This criterion. how-
cver. was sometimes carried to extremes. Second generation Ameri-
cans, who did not speak their parents’ language well but who wanted
to participate in the work of their ethnic groups, were occasionally
not permitted to communicate in English by radicals in the group.

Many veterans of the Civil Rights struggle viewed the initial
stages of the White ethnic, national origin. and women's equity
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movements with dreadiul suspicion. Some feared these to be eynical
attenpts 1o mock and difute the Black Liberation Movement. Others
felt they were envious efforts to exploit a legitimate crusade, While
this may have been true in some cases, bad intenfions were usually
il disguised, and the few who were thus motivated lost out to the
crithusiastic zeal of legitimate activists, The vast majority of Ameri-
cis ethinie eroups and others involved in campaigns that spun oft
the Civil Rights movemnent were truly sineere in their efforts,

White, understandably, tany immigrants had good reasons for
not winting to retarn o fhe homeland whence they came. it was
clear that most ol thein did not sufler from cultural amnesia. In fact,
e 1970 Census revedled that 83 percent ol all Americans classified
themselves as meimbers ol some ethnie or racial group. although
most of these people were at least third generation Americans. No
fonger apologetic about their ancestry. ethnie and racial minorities
were proudly proclaiming their ancestral roots without for a mo-
nient considering it to be nutually exclusive with being good Ameri-
Cats, v

To be sure, this was not the first time in American history that
ethnie groups had engaged in this aspect of patriotism. Sceveral
aroups had celebrated their national origin before o various
deerees —sotme in quict dignity, others publicly. A few individuals
unfortunately, had surpassed the limit of good taste by boasting
abont their ethnice superiority in a0 manner approaching racial
chauvinism, even higotry. Many had felt it necessary to disdain other
ethnicities in order to divert socictal contempt from themselves,

The 1975 NEA publication. Roots of America, listed the following
four societal asstimptions that had burdened this nation as a result
ol the melting pot falkiey:

1. The seli-worth of an individual was direetly related to the
extent of the individual's conformity to the monocuttural ideal.

2. To whatever dedree a person looked, behaved. or sounded
ditferent trom the monocultural ideal. that person or group was®
inferior.

3. The culturally different were not to be trusted.

1. In order o avoid being treated unfairly when dealing with
persatis or groups who were cubturally different, it was necessary
o establish the superiority and  power position ol one’s own
group.’t ’

THE NEW PLURALISM

Lappilv, the plaralistic movemernit ol the seventies was cultural
democraey at its best with cach group exploring, celebrating, and
Sharing its own cultural heritage while at the same time displayving
curiosity, respeet. and appreciation for the cultural ethos of others.

A =ivnificant boost 1o this movement was provided by a book
tracing the origin of an Alro-American fumily froman African named

Kunta Kinte. Roois. published around the mid-seventies by author
')
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Alex Hatev, wias acelanned as “an epie destined to beeome a classie
ol American literature”™ - even hefore its publication.?'? (A condensed
version had appeared in Reader's Digest in 1974.) The story served
as the basis for a 1977 speciad television series, which broke viewing
audience records and led ABC-TV to the biggest rating ever achieved
by o network lor one weel 24

Fihmology hecame an important branch of anthropology as
cducators, sociologists, and researchiers confirmed the fact that the
unmeltable Americans were not exactly  a minority—racially.
ctimicatly, or numerically, Even those who were generations away
from the national roots of their torebearers displayed certain charac-
teristies and folkwavs that tended to distinguish ther.

A svstemnatic study of the residents of Levittown, PA found that
alter they got themselves settled, the new Levittowners sought out
those most like themselves—those in the same ethnie groups. The
cthnie connection apparently was real despite all the pressures to
assimilate,

Rescarel had shown that there were objective, measurable, ob-
servable behavioral traits which were strongly linked to ethnicity.
(Mediterranean gronps, lor example, aceentuated their speech with
manual gestures: Germanie groups usually did not) Thus, people
front the same ethnie background tended to develop a pattern of
svochronizition in their conversation, which was difficult to estab-
lish across ethnice lines,

These subtle but important considerations fed some psychol-
ogists to the practice of ethnotherapy. The differing meanings of eye
contact, spatial relations, time consciousness, competitiveness, and
other nonverbal manifestations of  culture had caused  miis-
understanding, mistrust, and international ineidents sinee time
nnmemorial. With the new sensitivity toward other cuttures, how-
ever. it was hoped  that many of these interculiural  inter-
ferences—suclr as biases and stereotvpes—would be removed. An
oversmbitions goal. but a noble one.

One serious faw of the cultural diversity movement was the way
it allowed”™ people to be different. The pluralistic philosophy held
that it was all right 1o be different. Not desirable, it implied. but
acceptible, This deficit model misrepresented the reality of Ameri-
cant immigration. In point of fact, it was not simply okay to be
ditferent. it was natural, And sinee “differencee” was a mutual
phenomenon, if one group was different. the group to which it was
heing compared was ditferent as well, A rather elementary observa-
tion, but o point that was missed by many who insisted they were
not different, but that others were.

INSENSITIVE STEREOTYPING

Possiblyv the most valuable forte of the pluralism campaign was
the wav it confronted negative stereotyvping with factual, historical,
scientific, and statistical information. Stereotyping had arisen ap-
parently with attempts to evaluate a new ethnic group in the com-
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nmity o “the new Kid™ in school. Too often an entire group was
charaeterized by the attributes ol its most visible members—those
who had the most ditficulty adjusting to the new environment, While
itwas understandable that this sorting was one of the major means
ol organizing life and making it predictable and comlortable, un-
tvorable stereotyping on the bases of racel national origin, sex.
disabilities, or other nonvalid reasornes Pad devastating effects upon
its targets, 1 led to labeling and namecalling which strucek at the
dignity ol its victims,

To he sure. abusive terms could be used good-naturedly when
evervhody in the exchange helonged to the group denoted by the
term and shared the same attitude toward it Blacks. for example,
cotild barnteringly call one anothier nigger. but there was no way that
a White person—however svipathetic and otherwise part of the
group--could justifv using theé term. Invecetives could even be ritual-
ized, as they were amonyg Black adolescent street gangs in “the
dozens” or Tsounding” - wherein two vouths exchanged imaginative
insults centering on eactr other's family, particularly their mothers.
The aim was to top the other person'’s insult in exaggeration. gro-
tesqueness, and humor, Insult was also ritualized. with a good deal
less finesse, in the way military drifl instructors addressed new
recrits,

However, Labels and othier forms of prejudices quite often re-
sulted in the denial of the very opportunity which coulcd have hetped
to dispel the stereotypes or overcome their negative impaet—thereby
fulfitling their own propheey. This paradox was similar to voting
against a candidate because he or she could not win, or denying
jobs to certain applicants becanse “they don’twant to work.” Stereo-
npes led to low or negative expectations of minority students and
thus low achicvement and. eventually. total failure. The failure. in
turn, rationalized continued diserimination against the group and
the vicious cyvele would continue,

The new sensitivity resulting frome the Civil Rights crusade
helped o great deal in eliminating some of the frietion that had
existed among the various racial. ethnie, and cultural groups. 1t
helped 1o make the schools, as representatives ol the dominant
socicty. somewhat more compatible with the homes of the mi-
nority cormmunities. These two important cultural institutions had
long competed for the loyvalty of their mutual children, Ultimately,
the children had to disappoeint either the teachers or the parents.
This was the dilemma facing a Hindu student who was trained from
childhood never to cat meat. but the American teacher insisted that
meat was necessary for protein in the diet

Many Latino children, taughit at home never to siare at
adults—not even when speaking to them or vice versa—found it
incomprehensible when told by the school that eve contaet conveyed
trust. Teachers were known to have lifted children’s chins up while
scolding -them.

A teacher whose credentials were excellent. but who had never
taught Navajo children. noticed that one of her third-grade boys was
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covered with what looked like soot and grease. She asked him 1o
washand when he refused, she washed hin, The bov never returned
to school 1t turned out that his famin had condueted a healing
ceremony on his sick sister, and the “soot™ and “grease”™ were an
important part of the ceremonial painting, With her soap and water,
the Navajos believed. the teacher had destroved the healing powers
ol the ceremony, The girt died and nothing would convinee the
parents that it was not the teacher’s anlt. No member of that family
ever set foot in a sehool again,

Many children whose parents hailed from minority national
origins  diseovered  the workd of prejudice when  they - entered

+ school—most often from encotinters with other students. Hispanic
children were known to adopt Anglicized mispronunciations of their
names in an effort 1o assimilate into the mainstrein ol their
schools, :

East Sutherland Scottish children in the U.S. were disciplined
for speaking Gaelie as would befit using profanity. Small wonder
some grew ashamed of their mother tongue and the culture as-
sociatedbwith it Moo dropped out of school for this reason. Chil-
dren of German immigrants were not permitted to speak Penn-
svivitnia Diteh in school, even as they watched other students learn
modern inguages-—-such as German®' One product of the Civil
Rights crusade was a noticeable decrease in open verbal exchanges
among sindents, Many people observed evnically that the improved
relations were not as much a result of love blossomed as of hostitity
curbed. That prejudiee had simply gone undergrotnd was evident
in the racially oftensive graffiti found around many of the schools,

Some children of mixed parentage could be observed shving
away from their minority ethnic parent—especially as thev pro-
gresscd through the middle and high school grades—and gravi-
tating toward the White Anglo parent. presumably (o escape per-
scettion. This defense mechanism, which could obviouslv be used ./
only by chitdren who could blend with the dominant sehool popu-
Lation, was emotionally devastating to the rejected parent,?”

TREATMENT OF MINORITIES IN TEXTS

Another product of the Civil Rights movement was the aware-
ness ol biased and inaccurate portraval of US. minorities in text-
books, films, advertisements, and other mass media Studies cornr-
ducted by various institutions revealed an ineredible number of
demeaning statements or passages ranging from well-disguised
patronizing stereotvpes to blatant misrepresentation of the facts in
texthooks conunonly used by sehools to teaelt history and social
stuclies.

The rationalization of slavery and distortion of the Black ex-
pericnce in LS, history books were well-known phenomena to most
Americans in the 1970s. So were the conquest of the Native Ameri-

cans and their portraval as savages by Hollvwood. The history of the
United States was still written from the Fuxopean perspective. how-
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ever: thus Cohunbus was said to have "discovered” America. thereby
ienoring the very presence of well over a million Native Americans
and their governments as well as fifty thonsadd vears of their history
and culture. The name ¢ rronconsly given by € olunbus to the natives
had heen maintained for neardy five centuries—to the extent that
even natives used the name for themselves, And, ol course, Co-
Imibus “took™ (not Kidnapped) natives to Spaidn,

One study of the treatment of Hispanies in textbooks found two
prevadent themes permeating, Hispanies were (1) usnally deseribed
as living a Hie ol poverty inan isolated Hispanic environment and
(2) freguently associated with violenee (members ol inner-city
ganges). Their achicvements, il eited at all were usnally covered in
one small paragraph. Mexicans were pictured as bandidos chased
across the border by American heroes. Histony books seldom referred
to the many Mexicans who dicd inside the Alamo defending it. Cuba
wis sontetimes mentioned in the context of malaria and other trop-
weal diseases or else as a plavground for rich Americans. Ponce de
Lecn was characterized as a toolish man whose only contribution
to histon was his legendary search for the fourntain of vouth. There
wis 1o mention of the fact that he had been in the first group off
Furopeans that came to the United States. or that he had been the
fir<st covernor of Puerto Rico ande Floridi.

There were no studies dealing with the Nazi Holocanst an act
A eenocide that nad taken the Hves of so many relatives ol Jews
now living in the United States 1t was as il the Holocanst had never
happened.

Extensive stercotyping ol Asian and Pacifie Iskangd Americans
was tonnd in widely nsed reading and social studies: textbooks,
Many books misrepresented Asian Americans as Horeigners who all
ook alike.” Othenwise, they were often portraved as amodel minority
tor whont stiecess was meastired by the extent to which they had
assimilated or accepted the valies of the White middle class. About
(heir skills, textbooks gave them eredit tor building raitroads or
working in scrvice industries—honschold  servants and

Jonnderers bt there was no explaiation ol the historical forees

responsible tor their presence in these dimited roles.,

One micht have expected the anthors 1o have been far more
~ensitve in deating with White minorities or wonen. especiall o sinee
many of the anthors were themselves women, embers of White
cthnic gronps. or both. Yet in the bulk of the texts examined by the
variots studies, athors cenerally advanced aomelting pot coneept
that was totally oblivions of the ethnic diversity of America. Cuttural
ditterenees were somcetimes portraved as transitional phenomena
ihat wonld disappear as soon as the new jnnmigrants became Ameri-
canized,

This ethnocentrie brand of historiography did nothing to teach
American school children respect and appreciation for coltaral dif-
ferenees, TEwas espeeially damaging to the children of nonmeltable

Jminorities because it placed no value on their heritage. angnage,

physical appearance, and ()lli‘r characteristic legacies of their na-



O

ERIC

Aruitoxt provided by Eic:

SR .

\ef- The Best of Two Worlds 111

Ssional officins. Adding to this were signilicant geographical and
. pelitical noseepresentations concerning the birthplce of many off
our immigrants,’

I o attempt 1o overcome some of these shortcomings in text-
books, curriculum, and teacher preparation, a0 number of states
(New York, Pennsvivinia, Washingron, Marviand, Hinois, Kansas,
Michigan., Oklahopyasand Catilorni issued mandates—emanating
frony the chiel state school otlicers - regarding the teaching of ethnie
studies, Althovgh the writers of these direetives may have been
reacting (o the Black Revolution, it avas clear thao they meant to
foster i interest it ethiie groups cenerally, The Pennsvivania De-
partment of Public Instracetion, for example, eriticized national
cdducation policy becarse it had been e of "minimizing caltaral
diflerences and Aacericanizing all those who were assimilable.” The
Honse of Representatives of the State of Kansas passed a resolution
calling for the integration of minority history intto the regular cur-
rictdum o all level The State ol Marviand budgeted S1O0.000
IS Ior senviee taining courses 1o work for attitudinal changes
amone Manvhand eachers with respeet to minority groups, their life,
aned hiistory, Large metropaolitan centers, sueh as New York. Chicago,
Los Aneeles, and Philadelphia also began signilicant programs in
the area of ethnic studies, Phe St Dominie Regional High School
in Lewiston, ME developed o cultnrad center for Franco-Americans
with naterials donated by the Quebece Ministny of Culture, In Utaly,
the Uintahy School District developed an ethnie studies, history, and
Lngnage proerian dor Ute children--including an orthographiy.»is

Yer many educators were still at the “contributions” stage in
their understanding ol ethnic studies. They simply wanted to show
that American lite haed been significantly influenced by others
hesides White Anglo Saxon Protestaaits, Although this was impor-
tant, cennine pluradists msisted it was only the first step and
schools Tad to "Shott conrs™ toward more significant, nore stthstan
tive dnteraction.’ !

The cnthusiastic vesponse which greeted the Pihinie Heritage
Studies Actwas evidence of the mising tide of interest in this regard,
The sabmnittal of more than o thousand applications from every
state and territorny vwing tor 32 Title IN erants in 1973 was an
indication of the level of interest in this tvpe ol moditication to the
curricula of the nation’s schools, Alil:ovgh fewer than three pereent
of the applicants were funded that vea, itwas obvious that cultural
phiradism Iiud become o govertunent priority, albeit cautionsiv low,
A Droad spectrnan of ethimcitey was evident in the applications: 34
ditferent cihimic cronps were associated with the proposed in
plintives, ¥

NON-PEDAGOGICAL BENEFITS

The Fmie Heritage Studies program was an important supple-
ettt 1o Lilinguat education and, in faet became part of the general
bilingual movement. The relationship of kinguage to cubture and
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vice versa was deemed sooeritieal that the words bilingual and
brealturatwere often found in a hyphenated embrace during the
hilingual education movernent ol the 1970s, However, this drive
toward cultural and lingnistic pharalism atarmed many citizens who
teared 10 would cause ethnic grotps to peel off the socictal main-
~tream, This was not the American way. they argued, it was against
the melting pov ideal and against the naation’s motto, ¢ pluribus
unnn. '

Proponent ol milticnltural and hitingual education saw it
ditterenty They had reasons 1o believe that “melting pot™ was a
ctiphemism for Anglo conjormiry. which was by nature very selective
and had kept many ethnics on the periphery of American society,
Thev sow vothing unifving abort that. In licu of an unworkable
melting pot notion. they advanced the concept of cultural pluralism
i owhich all cudtures wonld be respected and nurtured as a matter
ot national poticv, Thev regarded entrural and lingaistic continuity
between home and school as desirable, beneficial, and necessary.
And. they conehided, non-Englishi-speaking communities had as
much righit as English speakers to use public schools to transmit
their neuage to their children.?™

This notion drew fire from Neel Epstein, a Washington Post
columnist. who objected 1o Federal government support for native
Laounee ihaintenancee. Epstein argued that carlier immigrants who
wished to maintain their lnguage and culture had done so through
private schools, not puble funds, More 1o the point. he saw the
recettt bilingual movement as an extension of the affirmative action
cttért and assiduously referred 1o it as “affirmative cthnicity,™#!

The charse, although unwarranted, was difficult to debate be-
canse bilineudt education encompassed practically all the elements
necessay o improve the goadity of life for Hispanies in the United
States, The movement was as much an ideological. sociological.
ceonomic, ard political phenomenon as it was a pedagogical
strateey 1tinvolved the issue of languagde lovalty. abond to nationali-
tv. et asourcee of hope tor inereased sell-determination. The will-
ingness tormake radical changes in the method of instruction to
acconmmodate the learning stvle of a disenfranchised minority sig-
naled aosottening in societal attitudes toward diversity and a spirit
ol penerosity in the distribution of resources, It obviously created
4 omarket for bitingual poods and services. It gave the Hispanic
constinteney o visibiline it had not enjoved in modern times and
carried with it the promise of a better edueational opportunity.
Iicreased educitional levels, more options, better cconomic status,
A chanee of attitades, higher aspirations, and a greater degree of
political sophistication spelled poweer inany language, Under-
stancdai v Latinos considered any Anglophone-American (White or
Black) criticism against bilingnal education as an expression of
wejidice and as an assault on Hispanie culture, identity. and civil
dubits indeed, as an oact of racism.
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Bilingual education, thus, hecame the single igsucthat united
the dilferent Hispanic groups, who had labored independently until
then. Together they sought coalitions with other minority groups
and made anissue out of their language needs in courts and legis-
ltures alter prior efforts to advance in employment. housing. and
cducation as aowhole had failed. America’s history of ethnic politics
made such a move plnsible®=a fact of political life. 2
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1 0 The Peak of the
Bilingual Movement

lingual education in the United States. Tt was the year of a

Lindmark Supreme Court decision, an important consent
deeree. the first reauthorization of Title V1L, and other victories for
bilingual education.

H ISTORIANS AGREE THAT 1974 was a banner vear for bi-

LAU V NICHOLS

The failure of the San Francisco school system to overcome the
language barrier of some of its students had been challenged in a
1969 class action involving eighteen hundred Chinese-American
children who were compelled to attend schools where subjects were
taught only in English—a language they could not understand. The
plaintiffs claimed that the school authorities had denied these stu-
dents an equal educational opportunity in contravention of the
cqual protection clause. Originally, it was understood that the plain-
liffs requested bilingual instruction for the limited English-speak-
ing ability {LESA) students. but that request was de-emphasized
and eventually dropped following the Rodrguez decision, in which
the Supreme Conrt had ruled that education was not a constitu-
tional right. While expressing well-founded sympathy for the plight
of the students represented in the suit. the U.S. District Court for
the Northern District of California concluded in 1973 that their
rights to equal educational opportunity had been satisfied. in that
thevwere receiving “the same education made available on the same
terms and conditions to the other tens of thousands of students in
the San Francisco Unified School District ..."?%* The case was ap-
pealed.

In appealing the case, the plaintiffs argued that the District
Court had misconstrucd the meaning of the mandate in the 1954
Brouwn decision. i.e: that “education is a right which must be made
available to all on equal terms.” "Equal terms.” in Brown. their brief
stated, meant without segreqgation. For even though there was “sur-
face equality” in segregated schooling. it nonetheless caused “a
sense of inferiority in minority children which affected their ability
and motivation to learn and tended to retard their educational and
mental growth.” The appellants reasoned that the basic premises
ol Brown advanced two equally important principles of equal educa-
tional opportunity: access and outcomnie. The latter was paramount
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to compensiate tor inequities. In other words, even though LESA
students were given the same course of instruction as all other
children, they were stifl being denied education on equal terms if
the others understood instruction and they did not. Furthermore.
the distinetion that triggered the inequality suffered by these chil-
dren was one that ineluctably originated from their national origin:
language.

The Court of Appeals, however. disagreed and held instead that
the failure of the school district to provide bilingual education to
LESA students was not unconstitutional discrimination where Eng-
lish had been uniformiy used as a language of instruction and where
there was no showing that Chinese students’ linguistic deficiencies
were caused by any past discrimination against them as members
of an identifiable racial minority.

A member of the Cireuit Court. Judge Shirley Hufstedler. had
initially requested that the case be considered en bane (in full court.
with full judiciary authority). However. a majority of the Court re-
jected her request: thus, she was not a member of the panel that
lieard the Leau appeal. Dissenting from the denial of en banc con-
sideration. Judge Hulstedler filed a minority opinion which stated.
in part:

Aceess Lo cdncation offered by the publie sehoois is completely
loreclosed 1o these children who cannot comprehend any of it They
are functionally deaf and mute. The majority opinion savs that state
actien is absent because the state did not directly or indirectly
ese the children's “tangiage deficieney”™, and that diserimination
is not invidions because the state ofters the saue instruction to
all children. Both premises are wrongd. |

The state does not cause children to start school speaking only
Chinese. Neither does a state cause children to have black skin
rather than white nor cause a person charged with a crime to be
mdigent rather than rich. State action depends  upon state
responses (o differences otherwise created,

These Chinese children are not separated from their English-
speaking cliassmates by state-ereeted walls of brick and mortar,”™
but the Tanguage barrier. which the state helps to maintain, in-
alites the children from their classmates as effectively as any
phvsical bulwarks. Indeed. these children are more isolated from
equal educational opportunity than were those phvsically segre-
pated Blacks in Browene these children cannot communicate at all
with their classmates or their teachers,

The state's response to the nen-English-speaking Chinese
children is not passive. The state conipels the children to attend
~chool. mandates English as the basic language of instruction, and
imposes mastery of English as a prerequisite to graduation from
public high school#™

The majority opinion coneedes that the children who speak
no Enplish receive no education and those who are given some help
in English cannol receive the same education as their English
speaking classmates. In short, discrimination is admitted. Dis-
eriminatory treatment is not constitutionally impermissible. they
say. because all children are offered the same educational fare. i.c.
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cqual treatment ol inequids satisties the demands of equal protee-
ot The Equal Protection Claose is not so feeble, nvidious dis-
critmination is not washed awav because the able bodied and the
parapleaie are given the same state command to walk.

I essence Judgde Hufstedler was supporting the plaintiffs’ con-
tention that, while it was commendable that a State was interested
in the education of its population cnough to compel children to
attend school. when not reinforced by "a suitable instructional pro-
gram. compulsory schooling was tantamiount o confinement.

The Lau case was appealed again, this time to the nation's
highest court. The High Court essentially agreed with Circuit Judge
Hufstedler and reve rs(d the Appeals Court's decision. In its Januarv
1971 ruling, the Supreme Court did not deal with the constitutional
issuc of equal protection but it found the schoot district in violation
of Scection 601 of the Civil Rights Act of 1964 (Title VI) and the
related guidelines issued by the Office for Civil Rights in its Mav
I35, l‘)/() memorand:in to school districts.

“There is no cquality of treatment.” spoke Justice William O.
Douglas, "merely by providing students with the same facilities,
textbooks, teachers and curriculum: for students who do not under-
stand English are effectively foreclosed from any meaningful educa-
tion.” He added. "Basic skills are at the very core of what these public
schools teach. Timposition of a requirement that, before a child can
cifectively participate in the educational program, he must already
have acquired those basice skills is to make a mockery of public
cducation. We know that those who do not understand Ellgllsh are
certain to find their classroom experiences wholl\ mcomprch(‘nsnl)l('
and in no way meaningful, "5 -

Having ruled that districts had a responsibility to do something
to help LESA students overcome their language barrier. the Court
suggested some wavs inwhich distriets could help the children. but
stopped short of spelling out what would constitute appropriate
reliel. TheJustices had not been asked 1o preseribe remedies, so they
did not. Their open-ended pronouncement left it up to the edncators
to determine the best way to serve LESA students. Although not
mandating bitingual instruction by name, however. the Court issued
cducational specifications that were best {fulfilled by the bilingual
approach,

Without a doubt, the Lau decision would have a far-reaching
fmpact for all language minority students and  their schools.
Lingaistic minorities had found a wav to end discrimination against
their chilawen, Lo was to be for national origin minorities what
3roren had been for Black minorities.

In o nation noted for its respeet for law and order, American
minorities were turning to the courts in their attempt to leave a
more hopeful legaey for their children than they themselves had
inherited from rheir forehearers, Language minorities had already
dgone the legislative route in the late sixties and drawn somewhat
()l a concession in the National Bilingual Education Act. But Title
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Vil was o voluntary, grants program, which did not help children
in districts that simply did not wish to bother with bilingual educa-
tion. And legislative victories were extremely difficult for national
origin minorities, who did not have the numbers to persuacle poli-
ticans to represent their interests. So now they were tumning to the
judicial sector—anchoring their pleas on the nation's laws—and
obtaining protection for their Civit Rights.

SERNA V. PORTALES -

A cuse similar in argument to Lau had been filed by the Mex-
ican American Legal Defense and Education Fund (MALDEF) in New
Mexico charging that Chicano children hac been discriminated
against by way ol inadequate teaching, In that case, Serna v.
Portales. 4 lower court found an equal protection violation in the
~hool district's failure to acdopt an education program which would "
prarantee cqual educational opportunity 1o Spanish-speaking chil-
dren. A plan submitted by the school district as remedy was
rejected by the court, which instead imposed a plan ol its own—a
bitingnal-hicuttural plan—based on expert testimony presented at
the court hearing,

The Portales Municipal School District appealed, but before the
appeal was heard, the Supreme Court decided Lat. The Tenth
Circuit Court of Appeals, noting that Law and Serna were almost
identical, aftirmed the trial court’s ruling under Title VI but, as the
supreme Court, declined to decide the constitutional claim. The

ppeats Court found instead a statutory violation of the students’
itle V1 rights similar to Law (except that the decision included a
speeific remedy). Thé* Court stated:
There was adequate evidenee that appellants” proposed progran
wis only o token plan that would not benefit appelices. Under these
circnmetanees the trial court has o duty o fashion a program
which would provide adeqguane veliet for Spanish-surnamed chil-
dren ... Under Titde VEof the Civil Rights Act ol 1961 appellees have
a righit 1o bilingual education.®>”

In making the ruling, the court drew on decisions issued in
deseorcgation cases, and rejected the contention of the appellants
that the Distriet Courts decision and relief represented improper
judicial interference in the internal aftairs of the school district. The
Sorna Court added this dictum: “Under certain circumstances, it
i< not an unwarranted intrusion for the Federal district court, using
its equitable powers, to choose among educational programs,™

ASPIRA CONSENT DECREE

Another case paralieling Lau was resolved in 1974 by way of
a4 consenit deeree. Puerto Rican students, their parents, and Aspira
had brought action against the Board of Education of New York City
individually and on behalf ot}fél;?s comprising more than 150,000
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Spanish speaking students in New York City public schools. ™

The suit alleged that the sehool system had failed either to
teach Spanish-speaking children in a language that they under-
stoad or to provide them with the English language skills needed
to progress effectively in school. Plaintiffs charged they were faced
with unequal treatment based on language and. thus, were denied
equad educanonal opportunity as compared with English-speaking
students, This wis the first major case involving Puerto Rican chil-
dren's rights, -

In Augist 1971 a consent agreement was reached in which the
detendants acknowledged the rights of the plaintiff children under
the 1968 Civil Rights Act, citing Lau v. Nichols, and agreed to
implement a bilingualb-bicultural program of education for "all New
York City public school children whose English language deficiency
prevents the o from cffectively participating in the learning process
and who can more effectively participate in Spanish.” Pursuant to
the consent decree the defendant school district agreed to provide
a program involving “intensive training in English language skills,
instruction in substantive courses in Spanish, and reinforcement
ol Spanish language skills.” Morcover, the decree provided for a
testing program to identify Hispanic children with English language
deficiencies " Tt is important to note that the consent decree did
not apply to Hispanic students relatively proficient in English: thus,
the case had more practical than legal value.

THE EDUCATION AMENDMENTS OF 1974

That summer Congress passed—and President Ford
signed—the Education Amendments Act of 1974, which nioedified
carlier legistation, retained the Federal role 1in bilingual-bicultural
education. and resolved a number of philosophical issues.?%!

Title I: Compensatory, Bilingual, and Ethnic Heritage

A. Compensatory Education. Title | not only would continue
special programs tor educationally deprived children: but would ex-
tend compensatorny education to children of migrant agricultural
workers and fishermen, to the handicapped. to kindergarten chil-
dren. to adults, and to deprived children in private schools. [t was
widcly recognized that a disproportionate number of children grow-
ing up in non-English-speaking homes could be classified in one
or more of these categories, Title T funds would continue to make
a nugjor contribution to the education of the bilingual child.

B. Bilingual Education Act. The Bilingual Education Act of
1971, which superseded the 1968 Title VIF ESEA. was more explicit
in intent and design, :

1. For the first time, the Federal government provided a defi-
nition of what constituted a bilingual cducation program.

It is instruction given an, and study of. English and (to the
extent necessary to allow a child to progress effectively through the
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cducation systemy} the native kanguage of the children of limited:
English-speaking ability; and such’instruction is given with ap-
preciation for the cultural heritage of such children. and {with
respeet toelementary school instruction) such instruction shall {to
the extent necessary) be in all courses or subjects of study which
will allow a child 16 progress effectively through the educational
SVSLeN.

2. Federally-funded programs were to include both native
langnage instruction and cultural enrichment. ESL was unac-
ceptable standing alone.

3. The transitional goal of the bilingual program would be
retained. However, the possibility of maintenance programs (where
the native language and culture were maintained throughout the
program) was not excluded. (In a memorandum issued after the
1974 Education Amendments Act was passed by Congress but
before it had been signed by the President. HEW had attempted to
clarity the goals of Title VII ESEA: “The fundamental goal of a federal-
ly-supported bilingual education program is to cnable children
whose dominant fanguage is other than English to develop com-
petitive proficiency in English so that they can function successfully-
in the cducational and occupational institutions of the larger so-
ciety.”) ) ,

4. Children no longer needed to be low income, a criterion that
had previously prevented Title VII from meeting the needs of large
numbers of language minority children.

5. The law went on to stipulate that in such courses as art,
music. and physical education. children of limited English-speaking
ability should be in regular classes in the school—an effort to guard
against the prolonged isolation of national origin minc-ity group
students. .

6. Grants were made available—upon submission of annual
state plans—to assist state departments of education to provide
technical assistance and coordinate bilingual educational activities.

7. The program would continue to be demonstration-oriented
but the Federal government would fund major new efforts in the
arca of capacity-building, teachers. curricula, and research. The new
“capacity building” thrust was aimed at helping to defray the initial
cost of expanding school districts’ capacity to provide bilingual
education services. The idea was to enable school districts to develop
the expertise {or operating bifingual education programs without
Federal assistance, More specificatly. the capacity building concept:
(which survived for only one year) was concerned with teacher train-
ing and materials development. The lack of certified teachers and
adequate materials had been near the top of the list of iinpediments
to bilingual instruction. They were certainly cited more openly and
frequently than some of the other major problems: lack of funds,
segregation, and negative attitudes. The scarcity of teachers who
spoke the students’ native language was known from the beginning
of bilingual programs in the late 1960s. The shortage had been so
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eritical that, initiallv, certification was of little or no concern (a factor
that mav account for - ae of the growing pains ol the bilingual
movement). Prior to the twentieth century renaissance of bilingual
cducation there had been no market for bilingual materials: there-
fore, no materials were available in the initial stages of the programs.
Teachers improvised as best they could. Some well-intended. but
chonsy translations of English texts were used in the beginning
{possibly adding to the growing pains).

8. It established a network of regional centers to provide éxpert
consultants and trainers as well as to produce and distribute ma-
terials to local educational agencies {(LEAs), and a national clear-
inghouse to colleet and disseminate information.

9. The administration doubled its budget request for fiscal
1975 Title VII ESEA.

C. Ethnic Heritage Study Centers. Title 1 ended with a refer-
encee to Ethnic Heritage Studies. The legislation authorized con-
tmied support for such centers to July 1, 1978,

Title II: Equal Educational Opportunity’

The only reference to bilingualism found in Title 1T was Scection
201 (F) where the law stated emphatically that “the failure by an
educational agency to take appropriate action to overcome language
barriers that impede equal participation by its students in its in-
structional programs™ would be deemed an unlawful practice.?%? In
codifving the Lau ruling. the Equal Eduational Opportunity Act of
1974 significantly extended Lau to every person and to all public
school districts, not jusi those receiving Federal financial assistance.
School districts could no longer circumvent the proscription of Lau
by spurning Federal or State funds. (In fact, the failure of a school
district to accept State funds was noted by the court in Serna v.
Portales. which resulted in court-mandated bilingual programs.)

The bona lide exceptions to pupil descgregation permitted by
ESAA were extended to hiring prattices as well by the Equal Educa-
tional Opportunity Act. which recognized the “role model” value of
Hispanic faculty in predominantly Hispanic schools and the need
of Hispanic students to be counseled by sympathetic members of
their own background. While containing a general ban against dis-
crimination in teacher hiring and assignment, it excepted from this
ban staffing to fulfill the mandate to overcome the language barrier.

Title III: Federal Impact Aid Programs

Title HE made major changes benefiting the bilingual child in
Public Laws 81-815 and 81-874. One scction excluded Impacted Aid
funds spent by LEAs for the benefit of bilingual children when
caleulating a States equalization formula. Another section included
children who resided on Indian lands when computing eligibility.
The law further insured "that Indian children will participate on an
equal basis in the school program of the local education agency.”

~
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Title TV: Consolidation Programs

Three referenices were made to bilingual education in Tide IV,
One scetion authorized the transfer of specified monies from the
U.S. Office of Edlucation to the Department of the Interior for-certain
programs {or Indian children. Another section attempted to insure
that bilingual children be inchuded in State plans requesting certain
funds. The third reference sought the involvement of LESA children
in gifted and talentecd projects.

Title VI: Bilingualism in Non-ESEA Legislation ;

Title VT amended and extended four related educational pro-
orams which alfected individuals with limited English-speaking
ability.

1. One section provided special assistance for bilingual adult
education programs. to be coordinated with those funded under
Title VI of the Vocational Education Act. The instruction was to be
given in both English and the native language of the adult. Fifteen
pereent of the States” adult education allotment was 10 be set aside
lor special adult education projects including the development of
“methods for educating persons of limited English abiligy.”

2. The Act amended and extended the Education of the Handi-
capped Act thronugh 1977, It authorized transfers of monices to ex-
tend the programs to Indian children and required the “testing and
evahration materials and procedures utilized for the purposes of
classification and placement of handicapped children to beseleeted -
and administered =0 as not 1o be racially or culturally  dis-
eriminaton:.”

3. The Indian Education Act of 1972 was extended through
July 1, 1978 and was amended to provide special educational train-
ing programs for teachers of Indian children. The Section also
authorized two hundred graduate fellowships for Indian students
working toward degrees in engineering, medicine. law, business.
forestrv, and related ficlds. '

A4 Tide VT oalso extended the Emergeney School Aid - Act
through June 30, 1976, This picce of legislation had provided ex-
1ensive support for bilingual education.

Title VII: National Reading Improvement Program

Title VI provided expanded support for a national reading pro-
eram, and specified that special priority was to be given “schools
having Large mumbers or high pereentages of children with reading
deficiencies.”” One of the criteria set forth in the application process
stipulated that provision must be made for “the use of bilingual
cchucation methods and teehniques to the extent consistent with the
number of clementary school-age children in the area served by a
reading program who are of limited English-speaking ability.”

Title VIII: Postsecondary Education Programs

Title VI dealt with amendments to the Higher Education Act
ol 1965, the Voeational Education Act of [963. and the Library
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Services and Construction Act, There were significant new bilingual
implications in cach ol the amended faws,

A, Higher Education: There were three major chranges ben-
efiting the bilingual college student.

L. One section allowed a new institution to become
cligible for Federal assistance diring its initial operating vear if the
Connnissioner determined that the institution “will substantially
increase higher education for Spanish-speaking people.”

2. A language barrier was frequently the cause of poor.
academic performance in institutions of higher education. Another
section sought to remedy this problem by making it possible for
colleges and universities 1o receive g_,rzmts or contracts for the
purpose of adding to their curriculum “a program of English
l mz,lm“(' instruction for students of limited English-speaking abili-
v Such students could also receive "guidancee and counseling in
ordvr to enable them to pursue a postsceondary edueation,”

The tlisher Education Aet was further amended to
provide assistance for training in the legal profession. The amend-
ment made it clear that individuals receiving the assistance were
to come primarily from disadvantaged backgrounds, including per-
sons with language barriers.

B. Vocational Education: The Vocational Education Act of
1963 was amended by specifically authorizing bilingual vocational
training for persons of limited Enghsh speaking ability; and by add-
ing "Bilingnal Vocational Training,” intended to provxdc language
instruction for skilled and semiskilled workers already in the labor
market and "who desire or need training or retraining to achieve
vear-round emplovment, adjust to changing manpower needs, ex-
pand their range of skills, or advance in employment.” Training
allowances for participants in bilingual vocational programs were
subject to the same conditions or limitations as those set forth in
the Comprehensive Emplovment and Training Act of 1973,

C. Library Services: Title VI also amended the Library Ser-
vices Construction Act to give priority "to programs and projects
which serve arcas with high concentrations of persons of limited
English-speaking ability.”

One linat and significant amendment affecting bilingual educa-
tion was the replacement of the existing Advisory Commmittee on the
Education of Bitingual Children with a National Advisory Council
on Bilingual Education,

-~ In 197175, Title VII ESEA was funding hvc material centers -
and 383 classroom demonstration projects in 42 languages, which
included Spanish. German, French, [talian, Chinese, Japanese,
Tagalog (Filipino), and 23 American Indian and Eskimo languages.
The funding hac increased to $68 miillion and the number of stu-
dents served shot up to 339.600.
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1 1 Aftermath of Lau

ANY OBSERVERS BELIEVE that 1974 marked the pinna-
M cle of the bilingual movement in the United States. The

events of that year not only set new standards for the de-
livery of educational services to language minorities in the nation's
schools, but thev were to have a far-reaching impact upon the lulure
of bilingual education.

In accordance with the Aspira consent decree, for example, the
Office of Educational Evaluation of the New York City Board of
Education developed the Language Assessment Battery (LAB) in
English and Spanish, kindergarten l]nouz,h twelfth g L,mde Between
300,000 and 350,000 students were tested with the LAB in reading,
writing, listening comprehension, and speaking, Those scoring
above the 20th percentile were presumed competent in English and

“-not in need of bilingual instruction. Those scoring below the 20th

percentile were to reeeive bilingual instruction—provided their
Spanish proficiency exceeded their English profncnency Between
85.000 and 100,000 children entered bilingual educatiorn: programs
uncler the consent deeree provisions, New York City later revised the
LAB and retested the students to assess their progress under the
bilingual ecducation program establishect by the decree. -

THE LAU REMEDIES

I3y far. however, the most dramatic event of 1974 was the Lau
ruling, Since the Court had declined to get involved in preseribing
a remedy for the conditions found unlawful in Law, the HEW Office
of Education convened a panel of bilingual experts to develop a set
of guidelines that could be used both by school districts in serving
LESA students and by the Office for Civil Rights (OCR) in monitor-
ing compliance with Title VI as interpreted by the Lau decision, The
“Task Force Findings Specitying Remedies Available for Eliminating
Past Educational Practices Ruled Unlawful Under Lau v. Nichols™
were issued in 1975 under D Terrel Bell, commissioner of educa-

tion in_the Ford administration, to guide districts in designing

programs to overcome English-language deficiencies,

Commonly referred to as the “"Lau Remedies,” the suggested
procedures outlined. among other things, ec]ucalnonal approaches
found to be appropriate affirmative steps toward opening the in-
structional program to LESA students. School districts were re-
quired to develop quickly, and submit to OCR, specific voluntary

- compliance plans if they were found to be noncomp]ianl with Title
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VT and b they had tweniy or more students of the same kinguage
croup who Jad been identitied as having o primary or home
Innenage other than Enelish. These twenty students did not alt have
to be LESA. School districts with a lone student with limited Eng-
Lish Language skills were obliged to take aftirmative steps, although
these were not expected to be as extensive and comprehensive as
they would be in other districts, QOCR stated that, although it did
not look on the Lint Remedies as a regulation with the toree of aw,
they were entitled to weight as an ageney interpretation and were
1o he considered comparable ¢ the May 25 memoranchumn,

he term “Lan™ becanme synonyimous with aceess to instruction
for LESA students, Thus, Lau plans quickly became for national
oricin minority students what desegregation plans meant for Black
studenis: both opened doors leading to equal educational opportuni-
v, The parallel was not without precedence. Almost every Civil
Rights victory won by Blacks on grounds ol raee. color. or
socioeconomic conditions was followed by a language-related victory
for national origin minorities,

A score alter the 1954 Brown race desegregaiion ruling by the

S Supreme Courte the nation’s High Court decicded Lau. which

wis hased on the kangnage needs of Chinese children. The enact-
mentt of ESEA Titde 1 (compensatory education for disadvantaged
children in the inner cities of America—mostly Black) was followed
three vears fater by the passage of ESEA Title VI (bilingual educa-
tion ior children of Hmited English-speaking ability—mostly His-
panich. And the Voting Rights Act ol 1965. enacted to protect the
suffrage of Black Americans, was amended a decade later to remove
a Hnguistic barrier that had effectively disenfranchised national
origin minority citizens.

BILINGUAL BALLOTS

Recognizing that literacy tests and other devices had been used
o prevent Blaek Americans from registering and voting, the Voting
Rights Act hid banned the use of such “tests or deviees.” But a
number of Federal court decisions in the early 1970s found that
nglish-onlv elections for non-English-speaking Puerto Ricans liv-
mg in the United States Mainland operated as a similar “test or
device™ to keep citizens from voting, A Federal court in New York
ruled that; .

It arder that the phirase “the right to vote” be imore than an
ety platitude. @ovoter must be able effectively 1o register his or
her political choice, This involves more than physically being able
to pull o lever or marking a bailot fr is simplv fundamental that
voting instructions and ballots, in addition to any other nuterial
whicit forms part of the official communication to registered voters
prior to an clection, mist be ine Spanish as well as English. il the
vote of the Spanishspeaking citizens is not to he seriou-!y im-
paired.

In 1973 the Seventh Cireuit Court of Appeals ruled that:
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o person whe cannot read Foglish is entitled  to oral as-
sestattce, b o Neero fsie] is entitled 1o correction of erroncous in
structions, so o Spanish speaking Puerto Rican is entitled to as-
sistance in the language he can read or understand. 254

Based on extensive testimony, Congress expanded the Voting
Rights AcUs delinition of “test or device” to include English-only
elections in areas with <ignificant populations ol language minority
individuals. Thus, as it had banned the use of literacy tests, in 1975
Congress banned the sise of English-only elections in certain re-
gions,

The Voting Rights Act was expanded because Congress de-
termined that voting diserimination against citizens of language
minorities was pervasive and national in scope.2s Congress found
that such citizens had been effectively exchuded (rom participation
in the clectorl process through various practices and procedures.
including bolding  English-only clection<, Jurisdictions covered
under ine Voting Rights Act as amended had to comply with the
special provisions requiring assistance to citizens of language mi-
norities* Specificallv, these jurisdictions were 10 provide:

' ANV registration or voting notices, forms, instructions, as
sistanee. or other materials or information relating to the elecieral
process, including bhallots o0 in the linguage of the applicable mi-
nority group as well as in the Enelish inguage -7
The provisions further stated that where the language of the

applicable minority group was oral or, as in the case of Native Ameri-
cans and Alaskan Natives, if the predominant language was histori-
cally unwritten, the jurisdiction was only required to furnish oral
instructions, assistance, or other registration and voting infor-
mation.-

More than a hundred counties and cities nationwide were af-
feeted by the minority languagde provisions, The Act required bi-
lingual elections and oral assistance [6r Spanish-speaking citizens
in Texas, California, Colorado. New Mexico. Arizona, Florida, and
New York. Assistance was to be offered also in many places to Ameri-
can Indians and in some places to Filipinos. Chinese. Japanese, and
Alaskan Natives.

Manv opponents of bilingual elections charged that they would

e too costly, Even before the 1975 amendment was enacted. the

Calitornia Secretary of State estimated that trilingual clections
(English. Spanish, and Chinese) would cost 820 million statewide.
The voter registration in San Francisco projected an expense of §2
mitlion te that city: alone. Those ligures proved to be grossly exag-
gerated. In the tirst eleetion covered by the language provisions.
California snent only $278.000 on trilingual ballots; San Francisco's
cosy was only 5-10.000 (one and (wo percent. respectively. of the
predictions).2 .

Bilingual clections not only encouraged many language mi-
nority citizens to exercise for the first time their nght to vote but.
as it tugned out! they also had the effect of encouraging national
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oreitd minority catdidates to seek office to represent their com-
munities. Many political leaders wondered aloud if making it pos-
sible for LESA citizens 1o vote would remove their incentives to learn
English—as if the only reason to tearn English were to be able o
vote, (Ending lieraey tests, after all. did not encourage illiteracy.)
They saw o potential for polarization on the basis of linguistic and
cubtural chauvinism. for they believed English was the linchpin that
would keep this nation together,

Linguistic and cultural phiralists dismissed this concern by
referring their erities to the Piedge of Allegiance to the Flag of the
United States of America. It was liberty and justice {not English)
for all that would keep this nation indivisible?7* Casting a ballot
wits one of the most unil’\'ir‘g s forces in the United States. Therefore.
facilitating the basic right to vote for national origin minority
citizens would hasten the day when they and their children would ™
enter the nation's madinstream. Viewed from this perspective, bi-
lingual ballots were not promoting separation: in fact, they were
promoiing patriotism,

Attacking the language issue, in 1875 the American Legion
adopted o resolution adv ocating that English be the primary
language taught in the nation's schools.?”! Less sophisticated. but
cqually telling, assaults on bilingual instruction were coming from
other erganizations as well as the generai public.

INACCURATE COMPARISONS

One theme heard frequently held that the United States had
not forced—indeed, not even asked—immigrants (o come to its
shores (or its airports, as the ease may have been), Having come,
thev should have accepted things as they found them—and this
included English. Many Amcncans pointed out with pride that their
European ancestors had “made it” without bilingual education and
these new immigrants could do the same if lhey only applied them-
sclves. These arguments betrayed a rather naive perspective con-
cerning the American immigration experience, they ignored the fact
that hilingual education had existed throughout the history of the
United States, and they failed to consider the undeniable reality that
times were different.

It was naccurate to portray the Europeans—who sought

© America as an escape from deprivation or persecution—as entirely

voluntary immigrants, 1t was equally inaccurate to regard the U.S.
government as a passive hest to uninvited visitors. On one hand.
America's eritical need of itamigrant labor for farms, factories, and
mines was a strong pull factor. On the other hand. in its de facto
role as broker for capital and i dustry, the govérnment encoura;.,cd
the immigration #72

The U.S. governiient did not play a significant role in creating
the push factors that prompted emigration from Europe: its con-
tribution to global economics was small then. and its role as a
military power smaller yet. The presence of Hispanics in the United
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Siates, however, wias o direet result of US. government actions.
Chicanos and Puerto Ricans were part of the naion's population
hecause o the United States' armed takeover of Mexican (18:48) and
Spanish (1898) territories. ' :

Vo the cas of immigrants from Latin America. the United
States plaved o more significant role in causing the push factors
that brought iramigrangs and exiles from Latin America and the
Caribbean i it did in the case ol early European immigrants.
This is not to imply that sociocconomic conditions in Latin America
were entirely caused by el imperialismo yanqgud. And. to be sure. the
decision to emigrate was a voluntary one for which the individnal
bore ultimate responsibitity. The point here is that the role ol the
U1LS. governent in sustaining a structure of privilege and a pattern
ol cconomic development in the mid-twentieth century was sadly
familiar, Thus Chicanos in the Southwest. Puerto Ricans in the
Northeast, and Cubans in the Southeast could more readily at-
tribute their presenee in the United States to the Federal govern-
ment than contd the Polish, Trish, or Italian immigrants of the past.

I'hese arguments were not intended to promote bilingual pro-
oratns as reparation for past off present US. actions, Rather. they
pleaded for o more balaneed view of history. In other words, the
enstonany comparison between Europeans and Hispanies failed
becanse it attempted to make a historical point while disregarding
historny.!

It was quite probable that many Europeans had made it
without bitingual education-—indecd without any signilicant formal
cducation of any kind. At the turn of the century, 94 pereent of
<tudents in the United States were not graduating from high school.
although they conld stitll market their able bodies to unskilled tabor,
and train on the job ™1 By the mid- 1970s. however, some of the last
remaining nonskitled jobs, where verbalization was not essential,
were st disappearing. In the postindustrial arca. automation had
climinated jobs onee performed by human hands in elevators. bowl-
ing allevs, and assembhyv lines. Machines were washing dishes and
loading e ks: even farm works was becoming mechanized. Small
“mom and pop” businesses had been replaced with corporate-owned
chiin stores and modern shopping malls, The professions (cduca-
tiony, hhaman senvices, reereation) now necessitated credentials that
were not required in carlier times. Most importantly. in the fast
world of high technology, communication had become a critical
cornmadity, The abilities to seek. receive. understand. utilize. pro-
Cess, penerite, store, retrieve, sereen, deliver, and convey informatipn

Cquickly and aceurately were now important skills necessary not only

for suceesstul emplovinent but for practically all other aspeets of

~evervday life

[ o competitive nation with high standards of living, un-
cduented and nndereducated people ended up as wards of the state
citlier on the unemplovment or welfare rolls. prisons. psychiatric
hospitals, or rehabilitation centers. It would have been less cx--
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pensive auxd more hunane to spend that money in edueating these
voung citizens carly in their lives that they may fullill their own
aspirations and concomitantly become productive contributors to
SOCIeTY,

MORE STATES MANDATE BILINGUAL INSTRUCTION

Most activists in the communities composed of national origin
minorities were convineed that bilingual education was the most
promising strategy to teach LESA children. o prevent or reduce
their alarming dropowt rates, to restore their self-confidence, and
to enable them to develop the momentum needed to mesh into the
academic mainstream. This is what Title VII of ESEA was attempt-
ing to provide. But Title VII was still a demonstration program with
competitive fnnding based on volantary applications. Thus, bi-
Hingual instruction was stitt not reaching all the children who
needed i te survive in school, Encouraged first by the Massaciu-
sctis exinnple and then by the Lau policy, language minority coin-
munnities throughout the country were petitioning their State gov-
crnnents to enact legislation mandating local school districts to
provide bilingual services to LESA students. Several states did, but
not without a struggle. -

I Jantey 1975, Governor Brendan Bvrme of New Jersey signed
into koe a hitingual education mandate that had been approved by
both honses of the State legislature in 1974, The New Jersev bill -
was essentiatly o carbon copy of the Massachusetts kaw. In fact, it
had been drafted by the same attorney from the Puaerto Rican Legal
Delense and Education Fund vho had worked on the dlassachu-
setts draft (Stuart Abelson). He was assisted by personnel from the
New Jersey State Department of Education, who saw to it that the
necds of New Jersev were properly addressed in the kinguage of the
proposed hill.

As soon as the intial draft was completed. copies were made
available to eveny conceivable special interest group in the State,

‘including other governmental departments, colleges. teachers un-

ions. school hourds, political organizations, and community groups
of various pational origins,

The kev to the sticeess of the New Jersey bill was a coalition
formed consisting of all these special interest groups, carly in the
campaig. Members of the coalition fronted all the lobbying efforts
using their respective advocacy strengths. Not only did the coalition
provide o broader base for the bill but, most importantly. it fore-
stalled the appearance that the effort was a Puerto Rican agenda.
This, all agreed. would have aborted the proposed legistation.

Essentially, the law mandated bilingnal instruction in any LEA
with twenty or more LESA students in the sume language category,
and reimbursed the LEA for the additional cost of bilingual services.
Financing of the mandate was tied to the New Jersey Public School
Fducation Act of 1975, which had been enacted after the State's
constitutional guarantee oiilg'\g)rough and efficient” (T&E) system
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ol cduention had been reaitirmed and ordered implemented by the
State Supreme Court in Robinson v, Cahill in 1973,

Three other states—-Alnska, Washington, and Wisconsin—also
levishited bilingual mandates in 1975, The Colorado State Legis-
ature passed a bill during the 1974175 school year mandating bi-
lingual bictltural progrims for grades K 3 in schools that had ten
pereent or fifty children who were “lingnistically different™ That
definition was changed during the 1976 77 school year to "lariguage
and culture othier than English .77 Other states were changing
their lws 1o allowe bilingual instruction. Many states were also
appropriating funds— ranging from 820 to 8430 per student—
specilicaliv to support bilingual programs, However. only four states
and Puerte Rico reported having allocated more funds for bilingual
edueation than they reccived from the Federal government during
1975 76, '

In addition to State and local funds, eighteen different Federal
progruns conld be tapped for financial support of bilingual educa-
tion. Ninety pereent ol that support was provided by ESEA Titles
I aod VI (37 and 53 pereent. respeetively). The cost of Title VI
programs averaged 8375 more per pupil than that of typical non-
bilineual programs.

Title VI funding had incereased that year to 885 million,
althoneh thre nuumber of basie programs had decreased to 319 and

he mnnber of students served had been cut in half to 162.000. The

reductions were only temporary, however. The following year, fund-
inge was incereased 1o SYS miflion: the number of programs went up
to 100 and nearly 200,000 students were served in 17 languages.

Eight ol every ten students in bilingual programs  spoke
Spanish as their home language. In faet. most states legislating
hilincual instmiction were doing so under pressure from their His-
panic canstituencies. In 1976, for example. Calilornia enacted a truly
comprehensive bilingual education law. Bilingual mandates were
also cnacted in Indiana and Michigan that same year.

Some ol these State Liws contributed to the resentment against
hilineial education, for many citizens felt that the edueational es-
rabiishorent was making excessive concessions to reeent arrivals, In
G omany telt ihat instead of newcomers sacrificing to adapt to
their new envirorment, tiev were attempting to change the environ-
ment (o snit their needs-—a prerogative most Americans felt had
been reserved exclusively for the nation’s Founding Fathers,

Prediviably, o litimy ol challenges against hilingnal laws was
rattled oft by opponents of hilingual instruction whenever the sub-
jeet came np. Some had more validity vhan others. One frequent
argiment was against the wording of many state laws, One example.
“when, ot the beginning of any school year, there are within the
schools of the district teenty or more pupils of limited English-
speaking ability ... (not twenty per school or per grade, but per
district) meant that the mandate could.conceivably apply to a dis-
trict having twenty such children spl'cmiovcr thirteen dilferent
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erade fevels (K 12) with no more than one or two pupils per grade.
Complaanee condd be rther complicated il these twenty children
were attending ditferent schools throughout the (]l\[ll(‘[—d;_.dlll
with no more than one or two pupils per building. If this were the
cases school administrators argued, the district would beé hard
pressed to bus these children, group them in ungraded classes so
as 1o achieve a “eritical mass” and then provide four or more
teachers for these twenty students, Fueling some of these arguments
was the unexpected influx of Indochinese refugees in the mid-
seventies, causing local education officials to ask rhetorically if they
wonld have to offer bilingua! instruction in a dozen or more different
langnages,

INDOCHINESE REFUGEES

With the fall of Saigon in 1975, the United Srates was becoming
the refige ol a scemingle endless influx of Indochinese expatriates.
Thev differed substantially from carlier refugees in that they were
unaceustomed o Western civilization—particularly the urban va-
ricty. Some had been traumatized by the horrors of guerritia warfare,
bombings. the loss of loved ones, near starvation, the Thailand and
Malavsia camps, recent escape experiences, overerowded ships, and
blatimt violations of human rights,
They differed also unong themsehves, Although many Ameri-
cans viewed the refugees as being a single ethnic group, in reality
the Indochinese were as diverse as the various peoples who had
populated the United States during its two centuries. Those arriving
in the United States comprised. basically. three groups of people: the
Victnamese. the Laotian, and the Cambodian. The Vietnamese by
tar were the Lirgest single group of refugees—consututing 85 per-
cent of the entrants—but they were also diverse in terms of their
Linguage, educatic n, and socioeconomic orientation. While most
cotld not speak English and some were illiterate in their own
fanguage, there were a munber of educated and skilled people among
them who had finally escaped from the political repression that had
kept them in Indochina, The second group to arrive in the 1975
witve. the Laotiuns, constituted eleven pereent of the Indochinese
vehugee aroup, They spoke cither "Lao” or “"limong™ primarily, The
third (-lhni(- gronp. the Cambodians, spoke a langhage called

“Khmer” and their general background (\p(n("uvs sceeined to par-
allel those of the Laotians who spoke “Hmong™ Cambodians ac-
counted tor onlv four pereent of the refugees.

Enclish language teachers had to retrain in order to cope with
the new set of language obstacles brought about by the speakers
of Victnamese, Lao, Himong, and Khiner. The school svstem that
attempted o augment serviees to the Indochinese by offering classes
in alnguage understandable to them while at the same time offer-
ing KESL classes found the job market to be generally void of people
who could qualify for teaching certification or who could function
as suceessil teacher aides iré'\s,sislanls. There were no bilingual
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or cven native lingrage materials, Edueational records were for the
most part nonexistent, i lact that adversely affected the eclucational
placement and counseling of the Indochinese students 27

There were some teachers who had joined the exodus, but
ticensing them became an insuperable barrier because of their lack
of proficiency in English—a certification requirement in most
states. Although some bilingual education administrators suggested
certifving these teachers to provide instruction only in the language
they knew in a team teaching situation this reconmendation was
rejected by moest teacher credentialing boards,

The school svstems fecling the greatest impact were those of
port ol entry districts. n other arcas, the “recently arrived” In-
dochinese were people who had originally come during the first wave
in 1975 and were now participating in a sccondary migration from
one arca of the United States to another, thus their problems were
not as critical. Secondany migrations were fueled by the beliet that
one arca was more appeating than another because of its climate,
educational and job opportunities, and the proximity of relatives.
Most refueces seemed to favor the West and Southwest regions of
the country, The ereatest coneentration was in California which had
33 pereent of all Indochinese refugee children.

Unlike the way the government had handled the Cuban exiles
m the carly sixties, no impact aid was available to assist school
districts receiving Indochinese students. Although a Ford adminis-
tration proposal for 8507 million in aid for Victnamese and Cambo-
dian refugees in 1975 hacd inchided 830 million for education. that
money was not intended for direet payments to LEAs teaching, refu-
vee children. Instead. iU was carmarked for language training {(some
of it in the refueee camps), vocational and adult basice cducation,
and professional retraining, In contrast, by 1975, HEWSs Office of
Sockal'Rehahilitation Services had paid $1-04 mitlion 1o Dade Coun-
v, FL for part ol the cost of educating Cuban-born: children. In
addition, Congress had amended the Impact Aid Law to add Cuban
retucee children as o categony of Federally-impacted stadents,

Sehoob svstems which were providing for the education of the
children ol those aliens who were coming here as political refugees
wih the IH\\” knowledge and sanction of the U.S. government could
expret somd assistance or i least some empathy from the Federal
authorities. “This was not the case with districts saddled with the
responsibility ol having to provide free schooling for children whose
parcnts were entering the country illegatly for cconomic and other
“nonpolitical” reasons, This fact, exacerbated by the thousand-mile
border between Texas and Mexico,_prompted the Texas Legislatire
in 1975 to amend its school statutes limiting the benefits ol e
State's Available School Fund to citizens or legal residents. The
amendment. sponsored by State legislator Rubén Torres. rep-
resenting tax-poor Brownsville, was intended to draw Federal aid to
help educate these children-—and to discourage further illegal entry
into the United States. (It accomplished neither of these objectives.)

14}
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Under the amended law, local school districts reserved the right to
admit undocinnenied residents with or without tuition but could
not count them for the purposes of determining their State aid
alloument. Naturally, most school districts would either charge tui-
tion—as much as S1.000 per vear—or ecxclude these children
altogether. The constitutionality of this policy was upheld by the
Texas Supreme Court,
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1 2 Variations on
the Bilingual Concept

NTERIM CENSUS ESTIMATES confirmed that the Hispanic
I population was growing, that it was younger (collectively) than

the average American population, and that it was still under- .
educated. The Census estimated 11.2 million Hispanics in 1975.
Approximately five million children were living in homes where a
language other than English was spoken. Of them, more than two
million needed special instruction in English.

COGNITIVE APPROACH TO LANGUAGE LEARNING

‘The increased prominence of ESL as an integral component of
bilingual education. better research and development in the field of
language instruction, improved teacher training in the use of ESL.
and imore stringent certification criteria for ESL teachers had all
combined to produce highly sophisticated methodology for teaching
English as a second language. Many in the new breed of ESL
tcachers were rejecting the popular audio-lingual approach in favor
of a newly-developed cognitive approach. .

While the audio-lingual approach was the product of structural
linguistics and behavioristic psychology which placed stress on the

external, mechanical aspect of language learning, the cognitive ap-

proach was the outcome of the rationalist movement in linguistics
and psyvehology which held that language learning was an internal
mental operation controlled by the individual.

In his review of Skinner's book Verbal Behavior. Chomsky
pointed out that the incredible creativity which is inherent in
human language makes it quite impossible to account for its ac-
quisition by a mechanism of selective reinforcement of responses.?””
The principal tenets of the cognitive approach consisted of:

1. The goal of second language teaching is to develop in the
students the same language abilities possessed by native speakers.

2. The students’ cognitive structures serve as the necessary
prerequisites to their performance.

3. Since language is basically a creative activity, textual ma-
terials and the teacher should introduce situations that promote the
creative use of language. :

4. Since language is not an inventory of sentences to be
learned, but is a system of rules and exceptions which generate
sentences, grammar should be taught deductively.
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5. Learning shouldbemeaningful to the students. They should

know what they are doing and why.
The cognitive method of second anguage teaching was based
upon the following principles:

. Build on what the students already know.

2. Help the students relate new material to themselves, lhelr
lite experiences. and their previous knowledge.

3. Avoid rote learning (exeept perhaps in the case of vocabu-
larv). :

1. Use graphic and schematic procedures to clarify rela-
tionships. :

5. Utilize both written and spoken language in order to appeal
1o as many senses as possible.

6. Attempt to scleet the most appropriate teaching-learning
situation for the students involved.

7. Employ the first language. visuals, or demonstrations as a
base from which to build conceptualization of meaning and form
in the second anguage.

8. Usc induetive, deductive. or dlsco\'v ry-learning procedures
as the situation warrants.

9. Distinguish between the various backgrounds and poten-
tials of each student.

10, Stress the funetional use of g,mmmalxcal patterns. not ab-
stract rules per se.

1L Attend to student attitudes as well as to c‘()mprchvnsxon of
content.

12, Give stud ats a chanee to question and practice.??™

Teaching technigues were specified in terms of introduction to
new materials, exereises, and application activities. Cognitive pre-
sentation of new sounds was similar to the audio-lingual practice.
New vocabulary was either presented with visual aids. by means of
native language or second language definitions. or through context.
Visuals, contrastive comparisons, explanations. or examples were.
often employed to teach new structures. Exercises designed to give
the students a chance to demonstrate comprehension offusage were
vsually written at home as part of the homework assignment. Appli-
cation activities served to give the students the chance to com-
municate using what they had learned. These sometimes included
reading or listening passages. The students were also encouraged
to express their own thoughts in the second language orally and in -
writing 2™

IMMERSION AND SUBMERSION PROGRAMS

Freneh immersion programs. begun in the mid-sixties. became
very popular during the subsequent decade among majority-gronup
Anglophone-Canadians concerned with acquiring Canada’s other
official language. In immersion programs, Anglophone children were
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tanght the reguliar school cooriculum in Freneh by native French-
speaking teachers.

In immersion. school subjects were taught through the second
language. The focus was on subject matter, not on 1eaching the
language. All students were speakers of the majority language learn-
ing the target langnage. The curriculum was structured so that no
prior knowledge of the new language ‘was assumed. Although the
immersion teacher knew the students’ dominant language. that
language was seldom spoken by the teacher and never used for the
purpose of instruction. The students could address the teacher in
their kinguage in the beginning, but the teacher usually replied only
in the language being taught.

According 10 Fred Genesee of Montreal® there were three
phases to the Canadian immersion program: an inmmersion phase
(from K to 2 or 3) when French was used as the sole medium of
instruction. This was followed by a hilingual phase (from grade 3
to the end of clementany school) when both English and Freneh were
uscd, in varving proportions, as media ol instruction. During the
third, or maintenance phase. select courses were taught i French..

There wis considerable research on the effectiveness of Freneh
immersion programs. with the general findings being: (1) the par-
ticipating children acquired skills in the second language that were
far superior to those of children in the regular French-as-a-sccond-
language program. although they did not acquire native-like skills:
(2) the children developed normally in all aspeets ol their native
fanguage: (3) they achieved to the same level in academic arcas as
their peers in the English program: and (1) general cognitive cle-
velopment proceeded normally. 2!

The immersion iethod was regarded as a more natural ap-
proach to second language teaching sinee it was thought to reflect
more faithfully the conditions under which children learn their first
Linguage. This was achieved by emphasizing the communication
value of language rather than its linguistic value® and by shifting
the emphasis from the language teacher to the language learner. At
the same time, the use of native speakers of the second language
and the use of the language as a medium ol communication in
recular dailv sehool activities provided the students with a living
model ol the Enguage and the social and ealtural rules which gov-
erned its use. These were aspects of a second language which were
difficult 1o teach explicitly. It is worth noting in this respeet that
in immersion programs the culture of the second language group
was transmitted in an implicit manner: no formal cultural training
wis provided. Rather. the culture was represented in the person of
the eacher. who was usually a native speaker, and in the context
of the teaching resources (textbooks, activities, or assignments),
which were designed as if the children were themselves native
speakers of the language. In this way. the child was introduced to
and “bathed” in the target culture in a nz}lural manner.

Following the pattern sct by the St. Lambert experiment in
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Canada, bnnersion programs were implemented in several U.S.
cities. In the mid seventies, there was a Spanish immersion program
for Anglo-American children in Culver City, CA** a French im-
mersion program for Anglo-Americans in Plattsburgh, NY: and
another French program located in Silver Spring, MD. Programs in
Mihvaukee and San Dicge were also based on the Canadmn
prototvpe.

The Marvland French program began in the early seventies, was
funded with Tocal funds, and used a nongraded approach combining

dirst and second grades and third to sixth grades. All standard

academic subjects were taught in French: English was used for non-
academic subjects and noninstructional periods. Although progress'
was painfully slow during the first month or so. after two years in
the program, participants were scoring as well as their non-
participating peers on the lowa tests for third grade. The model used
Freneh Canadian books. supplemented with materials {rom Louisi-
ana bilingual programs, Costs were kept to a minimum by using
volunteers. Parents were, in fact, expected to evidence commitiment
to the progrium.2™+

Interaction with members of the target language and cultural
group in an cducational setting was carried one step further in a
situation labeled “submersion™ (but which might have been more
appropriately labeled total immersion). Examples of this type of
education were found in Montreal when members of each official
language group. English and French, attended schools in each
other's  language—English-speaking children attending French
schools, and vice versa. The difference between the immersion pro-
gram and the “submersion™ program was that in immersion all of
the children in the program were Anglophonc except the teacher.
In fact. the schools in which immersion programs were offered were
predominantly English. .

In submersion, learners were “submersed™ in classes where the
rest of the students were speakers of the language used as the
meditun of instruction. (This was the case in the United States when
a recently-arrived student was placed in a class taught in Engtish,
a language that the newcomer did not understand, and he or she
was left to sink or swim.)

Anglophone children who were submerged in the second
language of  Canada  attended  all-French  schools  within a
predominantly Freneh-based school system, Therefore. most of the
other students as well as the teacher in these classes were native
French speakers. This total immersion in French provided the
Anglophone students more linguistic and cultural models than did
the immersion situation. Obviously. the total immersion experience
also necessitated intercultitral communication,

There was relatively little empirical information on students’
progress in the submersion classes. It was known, however. that
many  of them “acquired native-like mastery of the second
language—a level of competence seldom achieved by students dur-
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ing the elementary grades in the iimmersion classes. It was also
known that the Anglophone students in all-I-rench schools inte-
grated completely and easily into thie social network of the school
and it was speculated that this positive intercultural school ex-
perience would generalize -beyond the classroom.

ADDITIVE VS. SUBTRACTIVE
BILINGUAL APPROACHES

Whereas immersion or even submersion in schools where a
second language predominated could be an effective pedagogical
technique for majority group children, this form of bilingual educa-
tion was not considered effective for LESA minority group children.
Sinee the majority group children’s native language and culture had
ample eurreney and support in the larger society. it was difficult to
see how the learning of a second language and ¢ontact with another
cultural group would in any way erode their native language, culture,
or value systems. Thus, for An;_,lophone children in Canada. for
example, Lo acquire a functional competence in French represented
the addition of a second. socially relevant languagce to their hngulsllc
repertoire. Lambert called this type of bilingualism “additive.”

In the case of LESA minority group children, on the other hand.
their lnguage and culture may not be adequatel; cepresented in
the community. Therefore, for these children to be taught in all-
English schools and to learn English under these circumstances
tended to portend the replacement of their native language and even
their culture by the language of the school. Their degree of bi-
lngualism at any point in time might have reflected some degree
of subtraetion of the pative language and culture. Lambert called
this tvpe of bilingualism “subtractive™ and suggested that one of the
important educational tasks of the future was to transform the
pressures on ethnic minority groups so that they could profit from
additive forms of l)lhn;_,uahsm and biculturalism, 24

An additive type of bilinguat program was inaugurated at the
Nestor Schoot in San Dicgo, CA in the mid-seventies. This was a two-
way bilingual program involving both Spanish and English-speak-
ing students and using a team teaching approach.

The advantages of this project were many: for the Anglo-Ameri-
cans learning Spanish, they had the benefit ol native Spanish-
speaking models of the same age, and for the Spanish-American
children learning English. they had the corresponding benefit of
native English-speaking peer models.

The report on the first year's progress was positive for the mosTx
part. In particular, it was found that the first grade Hispanic chil-
dren in the bilingual program performed better than did comparable
Hispanic children in a regular English program on tests adminis-
terect in Spanish, such as mathematics, environmental sciences,
auditory comprehension, and phoneme/grapheme discrimination.
At the same time. the bilingual program students scored just.as well
as the regular program students on the corresponding Engllsh tests.

l
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Apparently the bilingual program was serving to develop the partici-
pating students” Spanish kinguage skills at no cost to their English

Clanguage development™ It is interesting to note that in year two

of the program. 1976-77. virutally all of the students re-en-
rolled—suggesting parental satisfaction with it.

For cach vear they spent in the program. the native speakers
ol Spanish gaihied a third of 2 vear's growth in add.tion to whatever
rate of growth they wotild have experienced without the progran.
In math. the Hispanie students were more than a year ahead of their
peers in the comparison district and ouly one month behind grade
level compared 1o national norms, ‘

Hispanic .students who had spent five vears or more in the
hilingnal program at the elementary level tended to perform slightly
better in English reading than the school average at the junior high
school level despite the faet that at least 37 pereent of the students
in the comparison group were native English speakers. In math-
cmatids. the grade six Spanish-background children in the Nestor
])IIMH] were ‘over o vear ahead ol the Spanish speakers in the
coTparison district and only ore month behind grade level. The
Iinglish-background participants in the Nestor bilingual program
performed at a higher kevel than the comparison groups on a large
majority of measures*"

TRILINGUAL EDUCATION PROGRAMS

An interesting variant of bilingual education for the minority
group wits introduceed in Canada where a group of English-speaking
Jewish-Canadians was simultancously acquiring competence in two
additional languages. One of these languages was French, an official
national language, and the other was Hebrew, the language of their
culture. In these programs. the children received all instruction
during kindergarten, first, and sccond grades from native French-
spraking teachers and from native lHebrew-speaking teackers. Eng-
Hish hinguage instrmetion was not introduced before third grace, The
traditional curriculum material (math, science. ete) was taught in
French, while cultaral and religious material was taught via lHebrew.,
This program was interesting because it represented the case of a
minority ethinie gronp which already spoke the majority national
language but was endeavoring to acquire the second national
language while preserving its own distinet cultural and linguistic
heritage.

The voals of the trilingual school were (1) to maintain and
tlevelop the students’ native language. English: (2) to gain access to
the Tocal majority ethnolinguistic community by leaming French:
(33) to preserve their traditional culture and language by maintaining
active use of the Hebrew language: and (4) 1q provide the students,
with the best possible academic training. By using each of the three
Languages-—French, Hebrew, and English—as media of communica-
tiont in the school. these programs were able not only to Jpromote
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acqyuisition of these hingnages but also to develop legjtimate and
vahiable svstems of conmmunications, =

In the United States, the Nyack school system developed a tri-
tingual progrn for Haitian children who had immigrated to this
Hudson River suburban town 25 mites north of New York City. The
trilingual approach was a natural here since many Haitians already
spoke two languages (Freneh and Creole) belore coming to the Unit-
cd States and. ol course, needed to lcarn a  third
ainguage—English-—to function in this country,

As a rule, voungsters who came from one of Haiti's few urban
arcas seemed to be able to use French for academics. A larger por-
tion, coming from rurai ifaiiian arcas, were Creole domi-
nant—atthough they could generally understand French. However,
most Haitians could not read Creole because that language had
rarcly appeared in print: it was primarily a spoken language. Not
until the 1970's had there been attempts to develop educational
materials in Haitian Creole,

The Nvack trilingual model started out as a grade seven’ (o

welve, highly individualized program, For example, a newlv-arrived.
non English-speaking eighth grader who could read French would
develop additional reading skills in Freneh while working toward an
s~ventual transidion to English reading, In all probability, the student
would have used Haitian Creole oral skills in the math program.

The Nvack and Canadian models demonstrated that the op-
timum conditions for trilingual education are present when the
students cant already function in two languages when they enter the
trilingual program, there are orthographic similiarities. among the
three languages, or the three languages are all relevant to the needs
of the students, Trilingual programs using English, Spanish. and
an Indinn tongue were also reported in the United States,

A threeway trilingual program proved unsuccessful in New
York Ciiy, where the circumstances were quite different, The partici-
parnts were Hispanie, Chinese, and Anglophone pupils, This model
was originallh envisioned as twoe separate bilingual programs for
Hispanic and Chinese students, tespectively. Each group would use
its dominant tinguage for initial insiruction in math and for rein-
farcement of English instruciion in reading, social studics, and
scicnee. Reading readiness and developmental r(‘uding were to be
conducted in English:

The premises ol this approach were that r('(l(hm., skills in
Spanish could be easily transferred to English because of the many
orthographic similarities, While it would have been more difficult
to make the transitiont from Chinese to English, sixty percent of the
Chinese voungsiers were attending after-school language classes
run by Chinese associations. Thus the teaching of English reading
in the public school. while using the dominant lang,ua.qe(Jor math
and other content arcas only. seemed logical. (A separate dominant
language reading program was implemented for the Spanish-speak-
ing children after the first year's efforts to teachy reading inn English
failed.)

|
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What tarned this program into “trilingual edocation™ was an
apparcntly faulty desegregation plan which attempted to integrate
all theee groups at all times and in all classes. This misintepretation
ol the desegregation conceept led educators to resort to sinniltancous
instruction in the three languages. For example, the same passage
from o book would be read in English., then in Spanish, then in
Chinese, Probably because they did not need to know cach other's
mother tongue, the children were bored at least one-thivd of the time
and often beeime disruptive. In addition, program admnnslmlors
could not deal with the complex scheduling problems,

The experiment was eventually abandoned and the program
reverted toits original schema of two distinet bilingual models—one
in Spanish and English and the other in Chinese anid English.
English dominant students were given the options of learning
Spanish or Chinese as 2 foreign language. Most opted to remain
monolingual, although class composition remained tri-ethnie,

Another “trilingual™ program on the West Coast was, similarly,
iwo bilineual programs lor Hispanic and Chinese students, respec-
tivelv, The program was dubbed “trilingual” because it offered third-
languaee lessons for fifteen minutes twice a week =

Although several scheols boasted of multilingual programs, the
reality was that most of tese sinply had bilinguat programs for
ditferent inguage  groups. Regardless of how many  different
Linguages were spoken by the LESA students ol a school distriet,
progriuns desiane d 1o teacls lh(-sv children English while also teach-
ing them content in their native language were bilingual-—not multi-
lingual—programs, because cach child was involved with only nwo
langenages: (1) his her own and (2) English. It was different in the
case of cultural exposition designed to sensitize students to each
other's cultural heritage in order to promote positive intergroup
relations, Multicultiral programs were, thus. not oniy viable, but
(esirable. Anexcellent example of a genuine multicultural model
existed in Hamtranwek, a small city adjacent 1o Detroit. The com-
munity had been pu(lmnnmnll\' Polish for many decades. In the
1070's there was an influx of Arabic, Albanian, Yugoslavian, and
Macedoninn families, In 1976 a0 bilingual/ multicultural program
involving ali ive culiires was established in the Hamtramek Public
Sehools. .

Another interesting development in what could be accurately
called a variation ol “hilingual™ education was taking place in the
ticld of sign language for the hearing-impaired. Linguistic depart-
Hents were olfering courses in Usign” and some were beginning to
aceept thenas fulfilhiment of the foreign language requirements for
degrees-—even tor the PhiD.—in the mid-1970s24
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1 3 Bilingual Education vs.
School Desegregation

ILINGUAL EDUCATION WAS emerging as essentially a dual-
language program, shedding its initial compensatory image.
Longnage. it was reasoned, was the main barrier 1o an cqual
educational opportunity lor LESA children. And unidike the un-
alterable circumstances of race and color, which were the bases for
diserimination against Blacks, language eould be taught. Even
court ordered vemedies for national origin minority students had
been grounded on language instruction.
The more thev delved into linguistics for the solutions to their
children’s faiture in school, the less bilingual educators seemed to

have in conumon with Black priorities. such as descgregation. for=™

which they did not see a pedagogical basis. Black Civil'Rights ad-
vocates were not entirely blameless for the widening gap. for they
had never really supported bilingual education. Both groups had
been busy advaneing their respective causes oblivious of cach other.

“a fact that couid not totally escape a somewhat elitist tinge—on both

sides,

Validity as an educationally-sound approach; however, had not
spare ' the bilingual movement from criticism. This was one of thea
reasons why many bilingual educators often preferred to operate in
relatree isolation from the rest of the ‘educational community. es-
pecially those from whom support was doubtful or who themselves
were targets - [negative eriticism. Their unique needs. they felt. gave
them license to operate independently. And unlike descgregation.
bilingual eduecation did not have 1o involve children from the ma-
jortty cviliare, ]

To be sure, then, not all attacks against bilingual education
were racially aotivated and not all were coming from White Anglos.
The idea ol Hispanies and other national origin minoritics “riding
the Civil Rights bandwagon™ to demand differentiated seivices
anatagonized many Blacks who believed bitingual education was a
Adivisive process wssociated with the foreign born. They felt bilingual
instruction was interfering with desegregation plans, that it was
being used at times as a plov o foil desegregation efforts, and that
it was re-establishing a dual caucational system, which desegrega-
tion advocates and technicians were struggling so hard to disman-
tle. The “bona fide”™ exemptions from desegregation accorded to
bilinguai programs and the apparent Hispanic naiveté about segre-
gation combined (o alicnate Black Civil Rights activists and, by the
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Lte seveniues, hiluenal ciuceation andd school desegregation were
headed onea colhision conrse,

Notnnlike most other parents, Hispanic parents fvored neigh-
Hoilood =chools, were against busing, and did not seem 1o mind
theirchldren atiending seereeated schools, Thev were apprehensive
Abonit not bheme able towalk their children to school, not being able
O stroll by the school onee or twies o day to Keep an eve on them,
and not having aear to o piek thmup in case ol ermergencey. sSurely,
et i the clnddren were reassigned. the parents woula have 1o
move closer to the schools,

Hispanie civie leaders teared the loss ot power: -political and
ceonomice - that they presumed would result from “his ditfusion of
dictr connnur ity Mathew had cantioned: “While bitingualisn from
A political point of view, is meant 1o foster the Puerto
Fican Hhispanic identitny and consequently cnconrages concentra-
tintis of THapanies 1o stav together and net be integrated, one also
s 1o be wary that” it not become s insular ndingrown that it
tosters a tvpe of apartheid that will generate animosities witi ther
protips, stichas Biacks, in the competition for scarce resourees, and
forther alicnate the Hispanic from the larger society.™ Mathew
conclided “Only to the extent that bilingual progrms remain onen
to the possibilities ol involving Blacks and Whites of all nationatlities
wifl bilincualisin become an important and challenging alterna-
e,

“tiless Anglo childrerenter the progrinas” chserved Dr. Gary
Orticled =i is not likely that the bicultural program will really present
aninterchianee of cultires not only pennitting Fispanic ehildren
(G come To terms with the dominant society but also helping White
and Black childven understand the caltural heritage of an important
and erowing third group in American society.” “If the question of
seotceation is not fced.” said Do William Mitan, “the result may
be to datnage the prospects ol Hispanie children in the fargely End:

Jfisl job arket. Dro Thomas P Carter. a pioneer in the field of

Dibioual  cdieation,  sugeested: “Given only  two  polar
chotces-—cthiice scoregation with instruction in Spanish or de-
~eorcoation without it—Iwould choose the Latter as most beneficial
to the chittd and society.”

No one bad seemed particnlarly coneerned over the segregative
aspect of bilingnal education daring the infant stages of the bi-
finenal experiment. when it was seenas an innocuous effort with
L nncertain e, However, when it appeared that the bilingual
methedology lad  gained enongh support to become institu-
tionahized as an integral part of the fargest school svstems in the
countny, the segregation issue surfaced as o serious national con-
Cerin

Moy educational policymakers, Secking to guard against the
potential of prolonged segregation. had attempted to limit the chil-
dren's participation in bilingual programs to three years vhile in-
<isting that they be mixed in nonacademic areas where verbal-
ization was not essential to understanding of the subject matter.
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Some pguidelines further stipulated that programs in bilingual
cdducation must b located in the regular public sehools of the dis-
trict rather than in separate facilities.

BILINGUAL TRACKS

However, most of these safepuards could be circumvented in
one way or another—and many were. Soime school administrators.
claiming that scheduling problems precluded the daily main-
streaming of LESA students, often kept these students isolated for
the entire day in sell-contained “bhilingual” classroonis in which all
participants were homogenceous—even during nonacademie, rec-
reational, and free periods, as well as nonstructured activities. (Two-
way bilingual programs. in which two different groups study each
other's language. had not been viable because of poor participation
by native English-speaking students.) The lack of clear entry and
exit criteria was extending the children’s participation in hilingual
programs tong after they were able to function in the standard
classroom and curriculum—giving these programs the unnecesary
and undesirable stigma of permanent tracks.

That most projects went bevond a simple transitional approach
was attested to by findings that less than one-third of the students
cnrolled in the Title VII Spanish/English classrooms in grades two
through six were of limitedd English-speaking ability. The American
Institutes of Rescarch found that 85 percent of the project directors
in their study admitted retaining students in bilingual programs
after they had become proficient in English. Selection of students
was often also a questionable process. Some reasons given by
teachers for placing students in bilingual programs included:

Spanish surname 7%
already bilingual 22%
parents’ requiest 39%
other reasons 32%

While school administrators blamed these practices on the lack
of accurate procedures to measure language ability in children.
crities of bilingnal instruction saw them as efforts to perpetuate
bilingual education by “padding” the programs with ineligible stu-
dents and reeveling them, This “tracking device,” critics said. was
exaccerbated by segregation,

CRITICAL MASS CRITERION

The reluctance to disperse the participants of a bilingual pro-
gram was [requently justified by the claim that having a minimum
of one class-size group of students massed together was critical for
the schnol to provide cost-effective bilingual services. Indeed. laws
mandating bilingual instru<tion usually did not require compliance
if fewer than twenty students in the district were of limited English-
speaking abili'y. Obviously. if bilingual progri. ms were contingent 4
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upon the strength of numbers, the larder the group of students that
could he clostered, the more comprehiensive the program that could
be otfered. Most programs—regardless ol size—were usually im-
plemertted inone “eentralized™ location with all its components and
participants assembled under the same roof. Segregation was seen
as a necessary evil in bilingual programs and. conversely. descgrega-
fon was seern as disruptive to bilingual education because it dis-
persed the eritical mass believed necessary to justify bilingual in-
struction. Naturally, then, bilingual advoeates felt that bilingual pro-
crams should he exempted from desegregation.

Jose Cardenas, director of the Intercultural Development Re-
search Association of San Antonio, challenged the validity of the
critical mass criterion. e contended that “eritical mass™ was a
logistical tool for adiministrative convenience, not a pedagogical
principle. "Consider.” he said, “the logic of telling one blind child
i1 a classroom that as soon as nineteen other blind children enroll
in the school, he or she will be provided with Braille books and other
essential services.” Cardenas disagreed that Hispanic students had
(o choose between bilingual education and school desegregation. He
ofllered o third alternative involving a form of individualized instruc-
non utilizing flexible grouping techniques, changing classes during
the school dav, staft” differentiation, and tailoring of resource ma-
terials. The key to Dr. Cardenas” solution was found in two points:

. We must chiange our perceptions of the classroom teacher
from an instructor role to that of faci'itator oi learning.

2. Schools which perceive themselves to be ill-prepared for new
learning arrangements must be willing to invest in the development
of their technical and organizational capabilities.®*

Bitingual educators dreaded the difficulties of mainstreaming
students, feared what they pereeived as the adulteration of pro-
crams, and worried about their own sell-preservation. Citing the role
niodel value, Affirmative Action directives, and common sense. they
reasoned that significant concentrations of bilingual pupils had
oceasionally warranted the appointment of top level administrators
who could “relate’” (hecause of a common national origin) to the
rareet student population. By the saune logie, they also reasoned that
the disintegration of bilingual programs would not only stunt and
possibly reverse their upward maobility. but even threaten their pro-
fessional survival, This line ol reasoning led some obsenvers—ceven
within the Hispanic community itself—to decry the way some bi-
lingial advocates would have prostituted a promising program by
assessing it in terms of its political value or personal gain. The fact
that some programs were being run by Hispanie teachers and ad-
ministrators, gave the impression of a united. ethnically identifiable
enterprise.

NOT INCOMPATIBLE :

Prominent bilingual educators, concerned with the apparent
dichotomy between Blacks and themselves, argued that school de-
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segregation and bitingual education need not be muiually exclusive.
br. Ricardo Fernandez, president of the National Association for
Bilingual Education (NABE), which had been formed in the early
1970s. explained that both strategics were intended to equalize
educational opportunity for underachieving minorities.

Calling for mutual support and cooperation between Hispanics
and Blacks, Sarah Meléndez, another president of NABE, wold a
group of Hispanic leaders that either ignoring or avoiding de-
segregation was an untenable, irresponsible, no-win position for
them. "Desegregation plans developed and implemented without our
active participation.” she said, “could shatter bilingual programs.”
But Dr. Meléndez added that total exclusion from the desegregation
process could convert bilingual programs into tracks isolated from
vital resources, services, and life experiences essential to children's
ultimate survival in a competitive society. 2

Dr. Josié Gonzalez observed that. for the most part. Black
educators were tending to specialize in desegregation issues while
Latino professionals were  specializing in Lau-related matters
(which was veéry mueh to be expected). He suggested. however. that
both groups could stand some cross-fertilization and urged the
development of mechanisms for closer collaboration in their respec-
tive tasks. "We also need to become more interdependent.” he added
“we can accomplish this at lcast partially by developing a cadre of
bilinguad experts among Black educators and some expertise about
deseeregation among Latino professionals, 295

Dr. Samuel Betances of Northeastern Illinois University re-
minded his fellow Hispanics that bilingual education in the U.S. had
been resurrected'by the Civil Rights struggle waged by the Blacks. 296
Speaking to a mixed group of Hispanics and Blacks, a concerned
Latino expressed it clogquently: "We did not come here on the same
ship. but we are 1}“ in the same boat now.”

THE COURTS DECIDE

At the root of the bilingual education vs. school desegregation
controversy wis a mutual suspicion on the part of Hispanics and
Blacks about their respective agendas, resulting from ignorance of
cach other’s historical perspective. Fueling the discord were argu-
ments over the distribution of meager social action funds. Hispanics
felt Blacks were not sharing these equitably with other minorities.
Blacks felt Hispanie demands were drawing institutional attention
and resources away from Black priorities. Some of this secemed
evident in several litigations involving desegregation. Affirming His-

~panics as o cognizable minority group with needs based on

language—not on race—many courts were supporting their right to
bilingual instruction. In U.S. v. Texas (San Felipe Del Rio). for exam--
ple. the court in 1971 had ordered a comprehensive bilingual educa-
tion program for Hispanics,297

Other courts were giving Hispanics the right to intervene or
become foriaal participants in pending litigation between Blacks
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and the school system ™ In Evans v, Buchanan®* a descgregation -
case involving Black plaintiffs and Hispanic intervenors in Wil-
mington. DE. the court prohibited the rednction of existing bi-
lingual programs that served only 375 Iispanic students, less than
one pereent of the total pupil enrollment. In Boston. where more
than 3,600 Hispanic students were found to need bilingual instruc-
tiot. the plan adopted by the court also required bilingual programs
for other less numerons linguistic minority students: 519 Chinese.
370 Italian, 190 French Haitian, 160 Greek. and 60 Portuguese.*™

In Keyes v, School District No. 1 {Denver. CO). the first de-
seprepation case involving a northern district, the district court in
[073 ordered i bilingual education program incluced in the Denver
desegregation plan—based  on  the expert  testimony of José
Cardenas, Dr. Cardenas theorized that certain characteristics of mi-
nority students, such as poverty and mobility—as well as alien cul-
ture, linguage, and societal pereeptions—impeded their suceess in
instructional programs designed for White, middle-class. English-
speaking students, He suggested that school programs needed to be
more compatible with the characteristics of these students. This
theony, developed with Dr. Blandina Cardenas, essentially supported
a tri-ethnic descgregation plan. not only recognizing the incom-
patibilities between minority children’s needs and the White Anglo-
dominant school system. but also cognizant of the fact that the
problenrs of Black and Hispanic children could not be resolved with
a blanket "minority” remedy.

In 1976. the Tenth Circuit Court of Appeals reversed the district
court’s opinion and ruled that maintaining a segregated
school—even for purposes of bilingual instruction-—violated the
Constitution. The decision stated: "Bilingual education ... is not a
substitute for desegregation. Although bilingual instruction may be
required 1o prevent the isolation of minority students in a
predominantly Angilo school system. such instruction must be
subordinate to a plan of desegregation.™! Essentially. the court
conlirmed the fact that. although bilingual education was a statu-
tory right. desegregation was a constitutional right—which would
prevail,

RECONCILING THE CONFLICT

Again, desegregation and bilingual education did not have to
be mutually exclusive, thus both could be implemented in tandem
once the initial threshold of acceptability was passed. One strategy
usedd in Boston was to form class-size clusters of LESA students who
were in the same grade level and disperse them throughout the
district as appropriate. Then, using the remaining district enroll-
ment. complete cach school's pupil assignment as necessary to
reach the desired race/national origin mix. The use of thesc-admin-.
istratively feasible clusters to serve as a nucleus in each desegregat-
ing school was subsciucnl]y implemented in Wilmington. DE and
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Buffalo, NY to safeguard the integrity of bilingual programs while
achieving desegregation,
In the ke seventies, the New Jersey State Department of

- Education began to request local districts to submit tri-ethnic de-

segregation plans to the Chiel State School Officer. taking into
constderation their national origin (as well as their Black and White)
pupil enroiments. Other states were unplementing similar pro-
COSSCS,

A series ol conciliatory efforts were begun in the late seventies
to resolve the conflict between bilingual education and school de-
sedregation. A national conference on desegregation and education
coneerns ol the Hispanic community was held in Washington in
1977.

The tollowing vear, the National Urban Coalition sponsored a
ieeting of Black and Hispanie leaders 1o attempt to iron out sonie
of their major differences. At the conclusion ol the conference,
throughout which both groups continuously corrected cacn other's
misinterpretations of one another. the participants pledged to coop-
erate onocommmon goals,

The National Project and Task Force on Desegregation
Strategtes took the initiative to explore ways to incorporate bilingual
instruction in the nation's desegregation effort. The subject was on
the Task Toree’s agenda at its May 1979 mecting in Washington,

The MNatienal Association [or Bilingual Education passed a res-
olution during jts 1979 convention in Scattle calling for formal
interaction beoween bilingual educators and  desegregation ad-
vocates, but there was no follow-up. A series of regional conferences
concducted by the US. Department of Educationt's Hispanic Con-
cerns Stall included desegregation on their agendas.

The Hlinois State Department of Education conducted a *brain-
picking” consultation involving the ndtion’s top experts in the field
of bilingual desegregation interfacing. The New Jersey State Depart-
ment of Education conducted a series of workshops in 1981 in-
tended to sensitize the State's Hispanice leadership regarding de-
segregation issues and to clicit their support for the desegregation
process. At its eleventh annual conference (held in Detroit in 1982)
NABE, which boasted a membership two thousand strong, went on
record as supporting desegregated/integrated education. A subse-
quernt NABE convention in Washington, DC likewise dealt with de-
segregation as a high priority issue. '

Two-thirds of both Black and Hispanic students were attending
predominantly minority schools in 1974, A study conducted two
vears Lier showed that 74 pereent of all Hispanic children in
clementany grades and 65 pereent of those at the secondary level
were enrolled in predominantly minority schools. By 1980, eighty
pereent of all Hispanic students were concentrated in five percent
of the nation’s sehools. 02

The highest proportions of Hispanic children attending schools
that were at least ninety percent minority enroliment were found
to be in New York (57 percent). Texas (40 percent). New Jersey (35
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pereent) and inois (32 pereent). Most Hispanics, however. werce not
~implv o dnority schools, but inidentifiably-Tispanic schools,
thus thiev were isolated from both Whites and Blacks. Inaddition,
Hispanic children were most likely to be segregated within the
« ool building either because of linguistie differences or because
o1 lenrning disabilities” determined by tests (in English) that the
(LeSA) chifdren could not understand. Thas, it was likely that more
Hisponices and fewer Blacks woukd be going to court to plead for
deseuregation remedies—as well as to continue demanding bi-
lingual services for their children,

Tiviug o force the introduetion of bilingual education, Chicano
~choaol children in Mesa County (Colorado) claimed i the mid-
severties thiat the programs provided to them were inappropriate
atd viokaed their rights under Title VI and the Equal Protection
Clavse of the United States Constitution. In support ol their claims,
plaintiffs in Otero relied heavily on the Cardenas-Cardenas Theory
of incompatibilities. While this case was being litigated. however. the
Appeals Court reversed the original Keyes v. Denver decision. Rely-
g on Keyes, the Otero court eventually held the Fourteenth
Amendment didd not require school districts to offer bilingual-
bieultural programs. In addition, the court found that plaintiffs did
not prove the neeessany facts o establish a violation of cither Title
Vi or the Fourteenth Amendment. !

NATIONAL ORIGIN DESEGREGATION

The US. Congress, througt legislation. charged the Federal
bureateracey with the respornsioility ol protecting those groups
whose civil rights had been hsiorically violated: Blacks. national
crigin nnnorities, woraen, and disabled persons.. National origin
minority groups consisted of Hispanies. Asjans. Pacific Islanders,
Nitive Americans, and . wan Natives, Half of these students had
onlv o limited English paolicieney (LEP). Tius, while racial segre-
pation was considered 1o be the most palpable indication of the
denial of equal educational opportunsity to Black students. the big-
vest obstacle 1o equal cdneational opportunity {or national origin
minority students was believed to be the language barrier.

Enforcement of antidiserimination laws in education—which
dealt with biased or undgind treatinent based on race. national
origin. sex. or handicapping conditions-—1ested with HEW's Office
for Civil Rights (OCR}. OCR involvement was usually trigiered by
cither a complaint of suspected diseriniination or data from LEAs’
annual enrollment reports that would indicate pupil isolation {or
tracking) by race, nationaf origin, or sex. OUR would visit the district
and. i diserimination or segregation was conlirmed, the district
would be cited for noncompliance with law. In the case of dis-
crimination or negleet based on language or national origin iit dic
not matter if diserimination was de jure or de jacto) the district
wouttkd be asked to develop a remedial plan—bascd on the Lau guide-
lines— and submit it to OCR. Gnee approved, the district wouid then
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implement the plin ander monitoring by OCR

[twas quite obvious (or should have beén) that the government
was not interested  in persecuting school  agencies  for non-
compliance. GCR officials were more concerned with “rehabili-
tating” an errant school district than in prosecuting or punishing
it. Thus, the Federal government plaved a dual role in handling
discriminatony practices by, both, enforeing Civil Rights laws and
assisting districts in complying with them. OCR performed the regu-
latory duties associated with Title VI of the Civil Rights Act,

The technical assistance component of the Civil Rights Act,
Title IV, provided grants-in-aid to help local school distriets imple-
ment equal educational opportunity (EEOQ) programs. Title IV also
funded the EEO units of state educational agencies (SEAs) as well
as regional desegregation assistance centers (DACs) (6 enable themn
to provide technical assistance in three separate categories of de-
segregation—race, national origin, and sex—to requesting school
districts,

Both the SEA'S national origin desegregation units and the
reeional naticnal origin desegregation assistance centers (NODACS)
wers generally referred to as Lau” centers. Several state and nine
regional Lan ceniters were [unded throughout the country to provide
services in the form of teehnical assistance and training to school
districts and publicly-supported K-12 educational agencies having
students who came from environments in which the dominant
tanguage was other than English. The principal types of assistance
provided by the centers were: assessment of specifie needs: modi-
ficatien of administrative structures and procedures; revision or
development of curricnlum materials and methods: community rela-
tions and statf training programs: and technical assistance in the
development of Tunding proposals,

Sinee ihe langnage barrier had been targeted by the Federal
povermueit as the prime obstacle to educational equity for national
origin minority students, officially, state Lau centers and regional
NODACs were expected to deal almost exclusively with language-
related problems and their remedies. This focus. of course, negated
a large constitueney of minority students who spoke English fluent-
I feither beeause they had been born here or had come here very
voung) but were still subjected to physical and cultural isolation as
well as other forms of discritnination, blatant or subtle, because of
their national origin. e ‘

Indeed if linguage Lad been the only barrier to equal ediica-
tional opportunity. many would arguce. the Black children should
have had littde or no trouble achieving academic suecess, Obviously,
other factors— tangentialiy related to language—were impeding the
progress of national origin minority students.

The Civil Rights gaidelines presupposed that these other dis-
criminatory practices would be remediced by the race desegregation
component of the Title IV program, including the race desegregation
assistance centers (RDACs) and State EEO officgs. That assumption
proved wrong. however. Just as schools gcnirglb did not involve
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nationalorigin minority students in their desegregation efforts, race
desegregation agencies stieh as RDACs and other institutes gener-
ally did not have the capabilities to provide serviees 10 non-Black
minority students.

Therefore. Lau center personnel and other national origin de-
~egregation technicians had to be unique people in that they had
10 be knowledeeable of both school desegregation and bilingual
cdnestion, for they often had to mielp mediate programmatic conflicts
hetween the two strategies, They worked with districets to make sure
that bilingual programs would not be disrupted in the desegregation
process. On the othier hand. however. they also made sure that LEP
students were not unnecessarily isolated or tracked for prolonged
periods of time. In other words. unofficially. regional and state Lau
centers helped reconcile the scemingly-competing goals of de-
segregation plans and bilingual education programs.

Although no formal connection existed. state and regional Lau |
centers maintained regular contact with OCR in order to stay cur-
rent with evolving QCR guidelines, priorities. and concerns. This
propinguity. creating the appearance that the two agencies were one
and the same. made some districts wary of requesting assistance
from l.n: centers for fear of tipping off OCR of vulnerable short-
comings 1 their programs. This sometimes subjected Lau centers
to unprovoked hostility from some LEAs, Yet. conversely. many other
districts leaned heavily on Lan centers for help with training, ma-
terials, and on-site consultation—sometinmes toward voluntary com-
pliancee; sometimes as a preventive measure. .

The question of turf was often a sensitive factor. with school
adiministrators resenting “outsiders™ coming into their districts to
supgest unwanted modificiations in their modus operandi. Having
to persuade schoof districts to accept their services in the face of
preponderant evidence of student negleet had to be. unqguestionably.
an extremedy diplomatic chaltenge, It was also. more often than not.
a thankless task.
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4 Bilingual Education
in the Bicentennial

WO HUNDRED YEARS after the birth of the nation. bilingual

cducation was still part and parcel of American cducation.

stll maligned, but still viable. Unlike the predominance of
German programs circa 1776, hilingual education-in 1976 primarily
involved Hispanic children. This was evident. for example. in the
languade most used by publishers of bilingual materials. Thus, dis-
tricts seeking to implement bilingual programs for Spanish-speak-
ing children were able to select ateriais based on quality rather
than availabilite, particularly in the area of reading. There was still
a tack of materials, however, for speakers of other languages. Dis-
tricts with non Spanish bitinguat programs still had to develop near-
v all of their own content area materials and curriculum guides.
Besides Spanish, languages for which the largest bodies of students
needed bilingnal materials around 1976 included French, Portu-
guese. Halian, Chinese, Japanese, Vietnamese, Korcan. Filipino.
Native American (including. Eskimo). and Greek.

The speakers of these languages were not evenly distributed
throughout the United States. Rather, different languages were
prevalent in different arcas of the country. Spanish was spoken by
Mexican-Americans in the Southwest, Puerto Ricans in the North-
cast, and Cubans in the Southeast. French was spoken by Franco-
Americans in Louisiana and Maine. Boisce, ID had a large community
ol Basques. In Massachusetts, a thousand Portuguese immigrants
were arriving monthly in the Greater Fall River-New Bedford area.
Many came from the Cape Verde Islands and also spoke Portuguese.
Sixty pereent of Fall River was Portuguese and more than half spoke
no English. Thuas the responsibility of providing bilingual instruc-
tion was not cqually spread throughout American school districts:
it rested squaarely on those districts impacted by language minority
pupils. Thev alone shared the responsibilities and the problems
associated with it

Other problems, besides the paucity of materials, included
serions deficiencies in evaluation. administration of programs. entry
and exit criteria, and parental involvement. Makeshift needs
assessment and evaluation processes, improvised at the start of the
bilingual programs, were still in place in most implementing agen-
cies. The administration and supervision of bilingual and ESL pro-
grams were often delegated to district administrators who were
responsible for several other programs as well; These adminis-
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tritors, while competent in their primary field, usually had litde
expertence in the area of hilingual education. Otten. those who were
competent in bilingual education had no adiministrative experience
or were so overloaded with respors:nilities as to incapacitate them,

Fducational agencies seemed unable 1o develop and  dis-
~eminte relinble assessment instioen s {or the sewretion of pro-
e participants, Pupil identificaric s was generaidy left to local
district~ and was consistently inocerrate ™ Parental involvement,
which was mandated by sone Enws, svies asten shallow at best—often
no more than a tokea eert The sl diticulty ininvolving parents
in ~chool activities was exacerbated v t3i’s case by the (1) institu-
tional inability to eommunicate wi'h theiv comimunities and (2)
Hisponic parents tendencey 1o leave education 1o professional
cducinors.

This poer flow of information (both wavs) had proven very
detrimental  to Hispanic  parents many  Uimes,  many  ways,
Thev-—more than other minorities—were usuaily th - last to find out
abot opportunities and the least able to understand how to avail
themselves of vital services. This had been evident in the only dis-
trict ever to have experimented with a voucher system. The Alum
Rock School District in San José, CA. ran a voucher program from
1972 to 1976 for public schools. Yet, despite extensive bilingual
advertising, Mexican-American Eanilies were less familiar with the
program than were Blacks (who in turm werce less aware than were
White Anglophone familiesy

TESOL SUPPORT

I adddition to the information gap—as well as other adminis-
trative, pedagogical, and political problems encountered in educat-
ine LEP students—those who advocated bilingual education often
found themselves in conflict with the vatues and priorities of other
interest groups: such as other educators, teacher unions, and Civil
Rights gronps. ESL teachers had opposed the bilingual movement
from the beginming on grounds that it was not necessary and it
world not work. Bilingual advogates observed that what was at
issuc, really, was the question of tarf—ESL teachers feared being
replaced by pative langnage teachers, Advocates of ESL-only and
advocates of the bitingual approach remained at odds with each
other tor o few vears. By the mid-seventies, however, ESL teachers
bad joined the bitingual bandwagon. as evidenced by the fact that
many ESL organizations were hyphenating the word “"bilingual” to
their names, Many local affiliates of TESOL (Teachers of English to
Speakers ol Other  Languages), for example. became
TESOL Bilingual associations.

o e, in F976, International TESOL adopted a position paper
on the role of ESL in bilingual education. ft delincated a number
of strategics to loster cooperation and concluded with the {ollowing

recommendations: 16“)
~
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Teachers ot English 1o Speakers of Other LANguages re-
countzes that the goal of education is (o provide the students in
accordance with their full potential, with the knowledge necessary
to liberare them to make choices within the society or societies in
which they choose to live,

Students of limited Enulish proficiency must be provided with
opportunitics 1o learn subject matter commensurate with their
potential. age and grade tevel and the opportunity of learning the
Lingnage of the dominant society —English.

These educitional goals can be more effectively fulfilled in the
counitive aned affective domains through instruction in the stu-
dents"dominant language and calture and instruction designed 1o
develop full communicative competence in both their mother
tongue and English, '

Therefore, the international organization of Teachers of Eng-
lish to Speakers of Other Languages endorses and supports the
bilingual approach to education, recognizing that it provides stu-
dents of imited English proficiency with equal educational op-
porinnities. English as a second language is an integral and essen-
tab component of bilmpual-bicultural programs in the United
States,

The mternational organization of Teachers of English to
Speakers ol Other Languages urges all those involved in the educa-
tion of students whose dominant language is not English 1o join
dorees inimproving and promoting bilingual education,

The change of heart. observers agreed. was due (o several
reasons which probably incluced:

(11 the bilingual momentun was too strong to stop:

(2) LESL teachers had become convineed that ESL instruction
wis anintegral part of bilingual education, so the niove-
ment was no longer a threat (it was, in fact. expanding the
market for ESL teachers):

(3 bilinguat education had gained respectability as an educa-
tionatl alternative,

THE CANADIAN CONNECTION

Teacher opposition to bilingual education had not only come
from ESL teachers, of course: it had been rather widespread. Implicit
in anv etfort to change is a message that existing practices have
been inelfective. Many educators read into the bilingual alternative
a kind of indictment against traditional education. Some felt com-
pelled to defend the integrity of the status quo by discrediting the
bilingual challenge and questioning the motives of those associated
with it Stilt other crities of bilingual education were alarmed al
what seemed to be a concerted move toward national bilingualism.
Enconraged by the success of bilingual instruction. many bilingual
advocates had begun (o suggest in ithe mid-seventies that bi-
lingualism would be a good idea for the nation in toto. However. the
average American felt that bilingualism would be detrimental to the
national cohesiveness that only a single common language could
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maintain, Citing the Canadian linguistie/political discord, a4 New
York Tintes cditorab warnied against "a misguided linguistic separ-
anism that, while it may scem to promise its advocates limited politi-
cal and ideological power, can only have the effect of condemning
to permancot economic and social disadvantage those who cut
themselves oll from the majority culture” ™ Ina letter of rebuttal,
Protessor doshii Fishman of Yeshiva University pointed out that
cthnoculinral divisiveness was far too deeply imbedded in a per-
vasive socloceononiice matrix to be “caused” by any kind of educa-
tion. And hilingual education per se, he added, was unfailingly unify-
ing rather than divisive. The hallmark of all bilingual education was
that it included o unifving supra-ethnic language of wider com-
muication. (In onr case, English)*o7 :

v his study, Profl Calvin Veliman provided important infor-
aration about the status of linguistic assimilation in the United
States as compared to that in thwo provinees of Canada. The
statistical information presented clearly showed, according to the
rescareh, that there was "no comparability avhatsoever between the
Lanetage sittation in Quebec and that in any part of the United
States. Therefore, the expressed fears that linguistic separatist
moverments in this county might follow the example of Quebee
(whiose 1980 referenduam, incidentally, rejected separation from (&dn-
arki) were without foundation.

Information from the 1971 Censgs of Canada revealed that the
raic of Angheization varied considerably between Frenceh speakers
in Quebee and those in Ontario—presumably due to their differing
political attitudes woward English. Using the 1976 Nattonal Survey
ol neome and Education. Velunan found that o similar disparity
eviated in the Dnited States. The rate at which ethnalinguistic
groups in the TS shifted to English as their usual language was
lower for Hispanies than for any other group. This may have been
related 1o a phenomenon olten observed by anthropologists. They
Fad noticed that conquered or displaced national groups tended o
cling to three principal cubural attributes: language, tyvpical or ac-
ctimtomed foods, and religion. Hispanie language lovalty was some-
times bliamed for the generadly low English proficieney among His-
panic voungsters, '

More ehildrens aged 5 14 vears living in houscholds where
Spanish was spoken awere LEP than were children of the same age
iivinie in houscholds where other non-English anguages were
spoken. Specificatly, there were 1.7 million Spanish language back-
crouned chivren aged 511 with limited English-speaking ability.
Thiswas 72 pereent of the total number of children in this age range
living in heuscholds where Spaiiish was spoken.

v ocontiost there wers 0.7 1iiflion children aged 5-1-1 vears
from all other ngraee minorite backgrounds combined who were
LIP. This was only 47 pereent of the total munber of children in
thi~ age ranec Jiving in houscholds where other non-English,
languages were stoKen.,

Ising the same data base, Velunan found that i lispanic chil-

: 1€4
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drens born in the US0 Mainkowd who spoke both English and
Spanisle did better i school than those who spoke only English,
In spite of the obvious need tor English as the principal language,
dropping Spanish ‘l“()”(‘lh( r did not contribute toward achicving
academic success, o

The niost serious problems were being encountered bv Ilis-
paniic childrene born outside the US, Maintand who spoke only
Spanish. Thus bilingualistm—and, more specitically, English-domi-
nant bilingualism-=appeared to vield the greatest educational ben-
efit. :

Exivaining his own research and that of others, G, Richard
Tucker stressed that he would not “recommend .. that Mexican-
American, Franco-American, or other limited or non English-speak-
ine youngsters in the United States he submierged in English mie-
dinm prograes”” Characterizing the Canadian experiences in bi-
lingird education and comparing them to cfforts in the United
States, Tucker conchuded that bilingual education should take the
form of accaretully developed inguage arts program integrated into
ageneral curriculum in which content is also taught in the mother
tondue, The purpose.” he said, 7is to sustain and to nurture voung- |
sters” linguistic and cognitive development while teaching the, sece-
ond Limguage and gradually introducing content materials in the
second Lnguage without abandoning the language arts or the con-
tent araterial taght in the mother tongue.”

BILINGUAL MOVEMENT CONTINUES TO GROW

Linguistic experts were generally (()num((i with the preser-
vation of the student’s mother tongue during the le arning of the
second inguage. They understood the importance ol a bilingual
citizenny. However, they alsoanderstood that national bitinguatism,
although o desirable goal, was anr unrealistic one. A somewhat para-
noic portion of the citizenry, who apparently read more into the
bilingnal education manifesto than was actually there, saw the bi-
Hngual movement as a sinister foree, which needed to be stoppecl.
The ideal of national bilingualism, therelore, had become a red her-
ring ol sort. drawing attention. iwvay from the immediate critical
needs ol LEP students. Thus in the late seventies, bilingual
educators were careful 1o moderate their public pronouncements
and limit their advocacey efforts to maintaining bitingualism among
national origin students who alrcady spoke another tongue. The
rhetorie was becoming less idealistic and much more practical.
“Maintenancee” bilingual education, however, was still consideredd
the only sensible approach for schools to follow. In addition, bi-
Hingual inroads were being made into the fields of special and voca-
tional education,

The 1971 Congress had (1ml(d a diseretionary program for
bilingual vocational training for limited-English-speaking persons. .

In the 1976 amendments to the Vocational ECT qlion Act of 1963
Vi . ) 4 "
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Congress nat onbe continued the discretionary programs for bi-
Imenal vocational trnining lor persons of limited English-speaking
abilitv, bt also provided that the states serve them nnger the “twen-
v percent disadvantaged set aside.” The Act required every state
receiving funds from the Federal government for the purpese of
providing vocational edueation to all persons in all comnunities of
the stiate 1o set aside a minimnnm ol twenty pereent for personswhe
were described as Cdisadvantaged.” Inchided in this category were
persons who hiad limited English-speaking ability.

Two vears later, OCR issued inal regulations in 1979 intended
1o end discrimination in Federally-assisted vocational education
proerans, Based partly o Titde VEof the Civil Rights Act of 1964
(he euidelines svelled ont eritcria lor aceess to programs by LEP
students, '

Clearlv, vigilant enforeement ol Civil Rights was a fairly high
nanional priority. So o uch so that gesernment institutions and
avencies were policing cach other, thus resulting in a system of
checks and balances on complianee. Congress was establishing
criteria tor tie Federai government which, in turn, had become the
watchdog to local governments and other organizations. The courts,
meanwhile, were keeping all instittnions honest. In fact. slack en-
forcement  florts ol Civil Rights by the Nixon administration
spurred a court order, in Adams o (LIEW., requiring expeditious
HEW efforts and setting specific time frames for the resolution of
A Civil Pights cases bronght before OCR:

o ninety divs 1o bvestigate @ complaint and  determine
whether a violation had ocenred:

« panetyv o davs to aedotiate a voluntarny correetive settlement:

o thirty davs o lneh formal enforeement action—if necess-
an,

W the crrd ol TO76, LEAS thmost states could legally implement

bilineual cdhnciation programs, Three-forrths of the states had bi-
lingnal projects, LEAs in some states were still prohibited by iaw
fron giving classroom instmetion in any but the English language,
Dt ar least four of these were choosing not to enforee this prohibi-
tion and were operating ESEA Title VI projeets. Only West Virginia
wis sl entorcing its English-only poliey. Thus. 12 of the fifty states
had operating bilingnal projects during 1976,

Twenty two states reported over 13 million school students as
limited FEnelish speakers and therefore eligible for bilingual educa-
tion. OF these, approximately hall a million students (forty pereent)
were cnrolled in bilingnal instniction programs. Of those enrolled,
over crehity pereent spoke Spanish as their home language.

The U8, Departiment of Justice, in 1976, stopped an cight-year-
oldd INS poliey of charging all incoming Cuban refugees against the
innmeration quota for the entire Western Hemisphere. Shortly ofier-
ward, - Federal court ruled—in a elass action lawsuit filed by a

A tesicinT atieni ianed Rejugio Silva=that the"Westerm Hemisphere
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S aquotas had been diserimmina o TEerelore, immigrants who had

applu - for, and had been denied, visas and had subscequently come
to the United States illegally were ailowed to apply for a provisional
permit, This document, which became known as a Silva letler,
enabled them to stay in the U.S, while visas were issued to rectity
the quota number erroneously assigned to the Cubans. Silva letters
were issued to approximately 215,000 Western Hemisphere appli-
cants, although the US. State Department was planning to issuc
only 150,000 new visas to these immigrants, which meant that
70,000 tetterholders would not enjoy permanent status,

I 1976, a plurality of the Puerto Rican electorate, 48 pereent,
clected the New Progressive Partv, which advocated statehood for the
istand. Onlv 6 percent of the voters supported the Independence
Party. Some political observers believed this was an indication that
Puerto Rico could be headed for a futare as the fifty-first state of
the Union, The reverse migration that had started at the beginning
of the seventies had continued to increase, and, by 1977, home-
boundd - Puerto Ricans  outnumbered — emigrants by nearly
A7.000--some ¢f whom were returning to the island for the second
or more times and some of whom would be coming back to the
Mainland again in the near future, This “circular migration™ was
one of the strongest argnments for bilingual education, lor these
“remigrants” alternately lived in two cultures and needed ‘o retain
both languades in order to suvive in botl: worlds. Some, 57.000
voung retirnees in the public schools of Puerte Rico in 1977 were
limited Spanish proficient and were suffering severe adaptation
problems—cultural as well as linguistic. In general. return migrant
adolescents experienced drastic changes in their sell-identity and
self esteen; in their family and interpersonal relations: and in their
reluttcaships with broader aspeets of their new environment, in-
chiding its phvsical and cultural dimensions.

The growth of bilingual-bicultural education in the United
States continued slowly in 1977, hampered by ¢enerally weak politi-
“al sapport and widespread confusion and debate over its basic
philosophy. On the whole, states were playing a limited role in bi-
lingual education. With few exceptions, the number of SEA person-
nel involved in the bilingual efforts was small and occupied a rela-
tvely Iow priority in the bureaucractic hierarchy. Consequently,
provisions forstatewide l('d(lmslnp and technical assistance to LEAs
were neces il inadequate. Even the bilingual laws in many states
were not explicit or substantive. Thus, it was unclear whether cer-

nostates definitely mandated. merely  permitted, or strictly
prohibited bilingual instruction. A lack of eonsensus over defi-
nit.ons made it difficult to ascertain to what extent bilingual educa-
tion was being delivered or simply promised.

Because each program fuided by Title VII ESEA had been
de s o aed by the applicant and because + tate bilingual laws varied
depending not only on the nee. . identified by educate s but on the

__political prior:ties of cach state, every bilingnal program in the US. .

and its territorics differed somehow from other bilingual nrograms
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i1t the cougtry. Some were fairly standard: some were unique. Cuam.-
for example, had i program to teach the Chamorro language and
culture. hut did not use Chamorro as a medium of instruetion. In
essence. each state fashioned its bilingual programs to suit the
needs of its constituents and each program boasted its own particu- '
lar brand of suceess.

BILINGUAL TEACHERS

The proliferation of State legislation mandating bilingual in-
struction, along with the continuation of Title VIl programs. created
for the first time the need fur regulating the licensing of teachers
in this field. By mid-1977. eleven states (Arizona, California. Dela-
ware. Hhnois. indiana. Massachusetts, Michigan, New Jersey, New
Mexico, Rhode Ishand. and Texas) had adopted certification stan-
dards or special requirements for personnel working in bilingual
education or other programs designed to meet the needs of LEP
studenis. The requirements varied considerably among states. re-
Necting not only the experience and sophistication of each state in
(his arei, but also the level of commitment to the cause. All eleven
states were requiring proficiency in a language other than English.
as well as competenee in the culture and heritage of the minority
groups to be served. Five (Arizona. [llinois. Massachusetts, New Jer-
sev. and Texas) were also requiring proficiency in English.

‘Tencher certification was a job-related requirement and. as all
ceonomic issues, beeame a hotly-contested matter—with suits filed
against some states and testing institutions. The New Jersey Educa-
tion Association. for example. sued that State’s Department of
Education challenging the validity of a language proficiency test
administered by Educational Testing Services. The court's ruling,
while agreeing with some of NJEA's allegations during the hearings.
confirmmed the Sate's prerogati-¢ to set certification standards.
Some of the complaints leveled ..gainst cértification requirements
i1 some states were based on the following:

1. Teachers in bilingual programs were expected to be fully
bilingual; required. in fact. to pass proficicncy examinations in both
tanguages. School administrators did not “buy” the concept of team
tcaching in whieh each teacher would function in his/her dominant
language only: one teaching content in the students’ dominant
fanguage and the other teaching English as a second language.

2. An endorsement required by some states on the certificates
of bilingual and ESL teachers. in addition to the established criteria
for standard certification. was regarded by thosc affected as double
(sometimes triple) eertification—and discriminatory. Education of-
ficials agreed that it constituted double or triple certification but
rejected the discrimination charge. They contended that similar
demands were madge of guidance counsclors and vocational
educaters, for example !

3. Some State teacher certification offices refused to honor &
“grandfather clause” which would have exempted from the new
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ceertilication requirements those teachers who were teaching in bi-

lingual education programs prior to the existence ol the hilingual
or ESL certificate. Some of these early pioneers had, in fact, written
successful proposals for bilingual grants, designed programs, de-
veloped curriculum, and taught bilingual college courses to up-and-
coming bilingual educators—the very courses that had qualified
these neweoniers for ecertification. Now these veterans were being
required to take “qualilving” courses. many of which were being
taught by their former students,

On the other side of the certification issuc was the union con-
tract, Some school districts alleged that contraet rights of teachers
clushed with the implementation of bilingual programs, Some
school adntinistrators argued that in order to hire new bilingueal

Chers they would have to Lay off monolingual teachers with more
senioritv—possibly with tenure. The crux of this argument, some
Hispanic leaders observed, was whether teachers’ contract rights or
students’ needs wonldd prevail in a conflict. Alleging there was a
quota svstem implicit in bilingual-bicultural education, AFT Presi-
dent Albert Shanker contended sinee the carly seventics that bi-
lingual educators were mierely ereating jobs for which only national
origin minorities would qlmhlv thereby excluding other educators
fram scarce emplovinent oppornmities! 10 Yet, statistics did not bup
port this charge.

in New York City schools, Puerto Ricans constituted 26 percent
of the student population but only one percent of the teaching staff.
In New Jersev, where 8.3 pereent of the public sehool enroliment was
Hispanic, only L5 pereent of the teaching staff was Hispanic. The
fargest proportion of Hispanic teachers—6 percent—was found in
Iudson Countv. where the Tispanic enrollment was 39 pereent. In
California, more than 28 percent of the student enrollment was
Hispanic, but less than 6 pereent of the professional school stalf was
Hispanic.

Frequently. bilingual education programs in the US. were
staffed by English-speaking teachers supported by an assemblage
of Spanist-speaking aides. In fact. in 1973, the NEA had estimated
that 81500 Spanish-speaking, 7,400 Native American. and 3,500
AsiancAmerican teachers would have to be hired in order to bring
about a national origin student-teacher ratio approximating the
nationwide need.

Another nationwide suarvey of the Lm;_,uag(‘ proficiency and
educational background of teachers serving LEP children conducted
in 1976-77 found that onlyv one-third of the 120,000 teachers work-
ing with language minority children were teaching them in their
native language. The other two-thirds were teaching them ESL. Of
the 42,000 teachers using the children’s native language for instruce-
tion. onlyv one in seven were considered fuliy gualified. Less than half
of the 42,000 had academic training in bilingual education. Ap-
parently, many teachers were being assigned to bilingual classrooms
on the basis of their language skills alone, rather than on the basis

\
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of professional training in bilingual education, Howcver. only one-
third of the 12,000 were Hispanics—some of whom spoke English
as their native language. Further. few classrooms had Hispanic
teachers: in 1976, less than three pereent of all public school em-
plovees in the United States were Hispanic. with nearly as many
Hispanic service workers (custodians) as Hispanic teachers. Of the
27.000 non-Hispanic teachers working with language minority stu-
dents, 5,000 spoke other non-English mother tongues.

The results of the survey indicated that there was a shortage
of teachr s with basic preparation in bilingual education. cven
though there were many teachers with some preparation in bi-
lingual education whose training was not being used. Although
130,000 teachers had some degree of training in bilingual educa-
tion. only one-third of them—22.000 of whom were teaching ESL
onlv—were actually using their skills in schools.

Only one pereent of all faculty in the U.S. "was His-
panic—including those teaching Spanish and working in bilingual
education programs, With many employed in special assistant or
alfirmative action/equal employment capacities. even fewer held
substantive polievmaking positions. It would have seemed apt.
although wddmittedly o radical notion. that as the ethnic composition
of municipalities changed from predominantly Anglo-Saxon to Mex-
ican-American, Puerto Rican, or Cuban. the content and style of the
<chools” curriculy as well as staffing patterns, would have changed
accordingly. Quite to the contrary. however, Hispanics were finding
themselves victims of another double jeopardy: underserved by pro-
grams designed to redress inequities and illserved by the popular
notion that the inequities no longer existed.*!! ‘



O

ERIC

Aruitoxt provided by Eic:

The Best of Two Worlds 163

1 5 Bilingual Program
Evaluation

1 DECADE OF the seventies was marked by a relent’ess

demand for accountability in education—especially in bi-

lingual education. Evaluation components were built into in-
dividual bilingual programs—ofien as a condition of {reading. These
evaluative efforts yielded encouraging data, but very few were vali-
dated and disseminated. The paucity of scholarly research and
evaluation of bilingual programs would 1ater prove to be the Achilles
heel of the bitingual movement—albeit unfairly so.

m two separate studies, Dulay and Burt*'? (1976) and Zappert
and Cruz*" (1977) appraised the results of nine bilingual research
studies and three bilingual project evaluations. In both cases, 58
percent of the lindings were positive, 41 percent wer 2 neutral, and
only 1 percent was negative, The appraisers explained that a neutral
elfect was a positive finding because it mearit that students in
bilingual education classes were learning at the same rate as stu-
dents in monolingual classes. They concluded thaw learning in two
langaages did not interfere with a student’s acadenne ana cognitive
performance. . indeed. students in l-:i?&ngual classrooms had the
addcd advantage of leaming a secons : v and culture without
impeding their educational progre - 5 =ie.oal no.s significant
finding could be interpreted as a posiiive ¢t ofblllng,ual instruc-
tion. The variables examined in the snudy wore oral language de-
velopment, reading and writing .. iies, sricr ce and mathematics,
socal studies achievement, cognil - funetas ng, and self image. In
additiosn. the researchers founid cinpiricd + idence that Hilingual
eduication programs improved scrnot 211e0581ce.

.

INDIVIDUAL PROGRAMS

Bertha Trevino found that in <%+ e School, outside Larcd:.
TX. both Spanish and English-spc. .ing children learned ma'h-
('mulivs better bilingnally than they Jid when taught in Engheh
alone. When the Nava,ns evaluated tieir own bilingual schoc” ¢t
Rough Rock, AZ, they tiniad the children were more proficien. -
heth languages than they would bave veen if forced to use Eng:-+:
alone, .

In a third-vear program, both Spanish and An<icphone
kindergarten students 'n the bilingual program of Philads »i-i- PA
exceeded the city-wide mean and a control school grou- ort the
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Phitacelphin Readiness Test (@ conon-referenced test)—and at-
tendance records were better He a1 the control gfroup.

In 1969, prior to the beginning of the St Johm Valiev bilingual
project in Madawaska, ME, as e as cighty poreent of the Freneh-
speaking students scored bele srade level in language and math
o the Scholastic Aptitude To o {(SAT) By the sixth grade, the nie-
dinn score in sciencee was cie oand a Lol vears below grade level,
Randomly selected Frenehr Foeslisto biiingnal schools were matched
with all English control sclica's having students of comparable 1Q
and socioeconomic status, sher five vears (1970-75), bilingually-
triined students were found <o outperform students in the control
~chools in English linguags siills and math—and continued to
remantt ahead. Figures for 2774 75 showed thas students in the
bilingual program achievod overige or above average stanines in all
subject areas on the Metropolitap Achievement Test (MAT) in grades
-1 At the secondany level, project students - nred within the 4-6
Sstnine range in Engliso roecding math, and Longuage arts on the
SRA Achicvenent Test in ~dition, students in the bilingual schools
showed mogor gains ey v u-coneeptsth

Thirty otie matched pairs of wtaents selected from the
Douplas, AZ bilingual progran: and {3y the regular program (using
the Peabody Picture Vocsbaulsn Tese oo basis tor matehing) were
aciministered the MAT 10 the scanang of 1973 after two years in the
progrant Nineteer: of tiese i o -equently took the Wide Range
AcChievement Test (WRAT) battery 0 1475, In the sceond grade, the
bilingual program students scoren sightly lower on the English
MAT than the controls (mean: 120 v, 128) and slightly higher on
the Spanish MAT (though the difierences were not significant). But
by the third grade. bilzened progrim students outperformed the
contrel group in Engli-h rendin 3162 v, 51 spelling (34 v. 32). and
arithimetic (30 v 200 snd cere Gnead of the controls in Spanish as
well In addition, e Bilfegnal program students exceeded the norm
in English readivffer dbeir age level on the WRAT (6247 v G1.16).415

Chinese-dor et students in the San Franciseo Title Vil bi-
lingual program i 1975-76 were at or above district and national
norms in English ¢ o math in three out of six grades, and only one
month behind in two others, as measured by the Comprehensive
Test of Basic Skills (CTBS), In addition, English-speaking students
i il program performed at or above national and distriet norms
i all grade. denonstrating that the time spentfeaming Cantonese
did not devsact Srom English language development),

The Spasds Title VIE bilingual program students in the
seventh grade showed two months greater gain that regular San
Frig seo student - cn the CTBS diring 197576, and were only one
month behingd othie s district students in the same schools, Addition-
allv, the absenteei-:o among bilingual program students was less
than ope- third ol toe regular program students {3.6 percent com-
pared 1o 121 pereent). B

Atterzmee figures from five sccondarv schools in New York
City revealad that Spanish- and Chinese-speaking students enrolled
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in hilingual programs consistently had a ten percent higher average
daily attendance rate than the school as a whole.

In Lafayette Parish, the hub of the French societv in Louisiana,
students in grades K-3 in the bilingual program performed as well
as or significantly bBitter than a control group of students in the
monolingual English program in all areas tested, including reading
and reading readiness, linguistic structures, writing, math concepts,
and social science, ’

On the Inter Amnerican Test series, Latino children in Orlcans
Parish, LA showed a gradual measurable gain in comparison with
an Anglophone reference group from preschoel through grade three
and, by the third grade. out-performed their Anglo peers in general
ability when tested in both English and Spanish. '

On the CTBS, Spanish-dominant children in the Artesia, NM
bilingual program . scored significantly higher than the control
group in grades three and fodr in English and reading. Even Eng-
lish dominant children in the program scored higher than their
control group. In general, the control group children continued to
lose positive self image while the bilingual program children main-
tained or increased it

A 1977 stdv carried out by Dorothy Legarreta in Calitornia
compared the effectiveness ot three tvpes of bilingual approaches
with rhat of two tvpes of English-only approachies in developing
English - commumicative  competence  of - Spanish-background
Kindergarten children: The three bilingual treatments were found
to be signilicantly superior to the two English-only treatments in
developing Endlishi-language skills, The most cffeetive of the three
wias one with bhalimeed bilingual usage {ifty pereent English and
fiftv: pereent Spanishi, e

NATIONWIDE EVALUATIONS

Nationwide evaluation efforys were implemented by the US,
Offiee of Education (USOE) at two different levels. One of them
focused on individual programs. Data from these programs were
scrrenced by the Joint Dissemination Review Panel of USOE, which

Cattempied to determine whether the results were valid, reliable. and

cducationally - signilicant. Onece validated.  the data were  dis-
seminated for possible replication or other appropriate use.

The other level of evaluation studied the collective, nationwide
impact ol iclass of programs funded from a common Federal grant.
The tirst two of these nationwide studies were conducted practically
back to back around 1976—and both reported negative resulis. The
publicity surrounding these reports proved very detrimental to the
bilingual movement. tor it tended to substantiate the theretofore
untounded eriticism from those who opposed bilingual education
on purchy personat or political grounds: worse. it provided an arsenal
of “scientilic proof™ for unsympathetic legislators to justify the
elimination of the programs: and. worst, they pmn}veg seeds of doubt
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in the minds of those who had supported and sincerely believed in
bilingual instruetion,

The first report was released by the General Accounting Oftice
(GAO) after a study conducted to assess the effectiveness of the
Federally-supported bilingual programs and to suggest ways (o im-
prove their adininistration. It concluded that the programs had
progressed little toward their goals of (1) identifying bilingual educa-
tion approaches. (2) adequately  training  bilingual education .
teachers, and (3) developing suitable instructional materials. Two
main tactors contributing to the poor performance of the target
population were isolated: (1) the langunage of limited English-speak-
ing children may not have beén used in classroom instruction. and
(2) there may have been too many English-speaking children in
project classrooms, diluting project effectiveness for target children.
Inadequate monitoring and difficulty in assessing English language
proficiency also constituted problems, according to the GAO Re-
port. e

Still, however, the GAO study found that LESA children were
henefiting from bilingual education programs in several ways. At the
sixteen projeets reviewed., the target children were receiving educa-
tional services and benefits that they otherwise might not have
reccived. Available test scores indicated that some program partici-
pants made normal progress in reading and math. although most
students did not achieve at rates (-()n11);11';11)12\10 national averages. |
However, the reliability of the test results was questionable because
test instruments were believed to be inappropriate for LESA chil-
dren. While no objective evidence was available, project personncl
believed program participants had enhanced self-images. improved
attittdes toward schiool. and incereased appreciation for their domi-
nant lagguage and culture, :

A.I.R. STUDY

The negative findings of the GAO Report were corroborated by
the second study, designed o evaluate the programs” direct cifect
upon students’ academic progress, That study was conducted by the
American Institutes for Rescarch (AIR). an independent, Catifornia-
based firny, in behall of USOE's Office of Planning, Budgeting, and
Evaluation. It attempted o determine—among other things—the
itnpact of bitingual education on students in codnitive and atfeetive
donuins in Spanisii- English Title VI projects. and its per-pupil cost.
The study was hased on a national sampie of 38 bilingual programs
that had been operating for at least four years, It examined the
performanee of more than 7.000 students in grades tao through six
during the 197576 school vear. A somewhat smaller sample of these
students about -1000) was {ollowed up in the 1976-77 school yvear
1o attow more time for program cffects to beeome evident.

The original AIR evaluation design called for the identification
of non Title VI classrooms with students who were comparable to
the children being studied™ The progress of these conmparison

" , ;
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groups during the test period (approximately one-hatf year between
preand post tests) provided o profile on which to estilmate how
children in the bilingual classrooms would have been expected 1o
perform without Title VI services.

However, only twenty of the 38 school districts tested were able
to olfer control gronps, and 83 percent of these control students
spoke onliy English and another twelve pereent were English domi-
nant bilingual This stands (o reason, because i most of these
children had been LESA they would (or should) have been receiving
services to help them overcome the language barrier as required by
Title VDo the Civil Righis Act and confirmed by the Supreme Court
in Lare However, this also meant that the credible estima'e of how
children would have performed without the bilingual program was
based on the gains made by children who were overhwelmingly
English monolingial

~ Converseles onldy 26 pereent of the Title VJE participants were
monolingual in Englisic although 47 pereent’ were English domi-
mant bilingual, However, 28 pereent were Spanish dominant or

‘monotingual in Spanish {compared o five percent of the control

group).

Iany event, according to the AIR Report, participation in an
LSEA Title VI spanish- English bilingual education project did not
appear to procduce gains in cither English language arts or math-
ematics over and above, what would have been expeeted had the
stidents been assigned to a traditional classroom. Relative to na-
tional norms, Title VIi students scored about the 30th percentile in
mathematios but the 20th pereentile in English, In fact. non-Title
VI students in several grades made slightly greater gains in English,
an efteet attributed by the AIR reporters to the substantially greater
amotnt of instriction time devoted to Spanish language arts in
Title V1T classroom=. " Naturally, this also caused the students in
bilingual programs to learn more Spanish than their non-Title VII
counterparts—tht only positive effect in favor of bilingual education
fornd by the AIR study. The stady did not even find a measurable
difterence in students” attitudes toward school,

Most importantly, the fact that 72 percent of the children in
the Title VI programs examined were found o be English proficient
did not escape the AIR observers, The implications of this discovery’
were thiat nearly three-fourths of the Tide VI students were not
LESA and thus would have been just as well served by a standard
{(nonbitingual) curriculum,

This studv was significant in that it was the only such research
available on the effects of bilingual programs, It was likely to retain
that distinction because to conduet a study comparing a bilingual
program with a nonbilingnal progriun using elementary school chil-
dren would have placed the investigating district in potential vio-
lation of OCR’s Lau Remedies, since the design of such a study
wounld have necessitated that some children be deprived of the (equal
cducationaly opportunity of participating in the bilingual program,
As a result, the AIR study report remained a classic indictment of

J
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Baubmeoal edocation e the United States.

Several entcal anadvses of the results ol the AIR Study were
conducted by well known and respeeted imembers ol the bilingual
cducation commnnity. Ainong the most prominent were those by
the divector of the San Antonio-hised Intereuttural Development
Rescarch Association (IDRA). the directors of Bloomshury West of
San Francisco, stalf from the Center for Applied Linguisties (CAL)
of Arlineton, VAL and the evatuator of the Individualized Bilingaal
Instrection (HBH Proeram of the State ol Washington. All institu-
tions were nonprofit,

IORA found no tewer than sixteen discrepanciess in the identifi
cation of the target population. the seleetion of cornparable control
groups, test instriments used in the studv, the amount of time
between pre and post testing, iack of consistency in programs being
studheds adequacy ol instructional.stalf, and ihe source of funds
being utilized. IBRA'S, director, Jos¢ Cardenas, charged that the
Sty radsed issnes concerning (1) USOE's Tack of commmitment to
Dihmenal education: (2 USOE's judgment in funding and publish-
1 stch a poorly designed and implemented stady: and (3) USOE's
imadeguate snpervision of its Title VI bilingual education pro-
grams,

Hewdi Dodav and Marina Burt, directors of” Bloomsbury West,
pointed ont that the AIR findings did not refer to Spanish dominant
LESA stadents, bt 1o fnglish dominant and {in some cases) Eng-
Li=h monolingual groups. This was the case in 65 to 81 pereent of
the stndents, depending on the grade lTevel#2* The mumbers of
sparish dominant and Spanish monolingual stadents were so
<imall i tact, as to preclude a statistically-significant comparison
witt: stirdents in non Title VIT programs. Thus, the AR study did
not provide information on the impact of bilingual education on
troly LESA students--the ones who would stand to derive the most
henetit trom bilincual instroction

Tracyv Grav and Beairiz Arias ol CAL faulted the AR studv for
s Lailure o distinguish beotween good and weak programs, the
adiministration ol standardized tests that did not ineasure what was
actually tureht neglecting to test for comparability at the onset of
the stadv, and depending on teachers” opinions to gauge students’
Lanennee abilitv—-especiallv when only halll the teochers were foundd
ro be proficient in both English and Spanish by AIR's own measure-
mens e

A AR ivpe evaluation should tsnally be reserved for a project
tiat e developmentally well-detined, stable, and ceplicable, "Sum-
mative”™ evaluations  should be postponed  until projects  have
matared, althongh there may be subcomponents of i total program
thar have achieved sufficient maturity and should, therefore, be
cvalinned in terms of their effectiveness and applicability to other
programs and school districts, ™ Bilingual education wid all of its
artendant subdisciplines had not reached sufficient maturity by the
mid seventies to have warranted a sununative evaluation, However,
nnder the political pressure for program accountability, a sum-
mative cvituation had to be prematurely applied,
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CUMULATIVE EFFECTS

Beverlv MeConnail evaluator of a Fitle VIE migrant education
prrodran. sugaested the AIR Study may not have met the standard
evaluation requirentenits 1 by USOR, She urged those who would
interpret the AR Report e e mindiul of the sipnificant misszateh
bhetween the initial g, e competence of the treannent group and
that of the comparison group, despite the fact that the original AIR
evalianon design called for the same initial linguistic competencee
among the stidents of the two gronps- o fact that was carefully
omitted trom the tinal AIR Report,. Dro MeConnell invited com-
parison ol the AIR findings with data generated by the nationally-
valdated evahation study of the Indvidualized Bilingual Instroe
tion (IB1) Program for Migrant Children, which was not one of the
Title VI provrinns included i the AIR Reporg, =

The 1L data were based on o sixovear stidy: 1971 790 Upon
cuterme the prograr ine 197410 the Linguage dominance ol the siu-
derts was derermiined. Only those students whose primary language
Wos Spannshewere analvzed further, on the premise that non Eng.
=D speakimg chntdren constituted the prime beneficiaries of the
Prihmanal Edocation Act. Test datac for reading and math were
divided into three brenmial periods (197 175, 1976 77, 1978.79).

Phe resndting datactrenm the IBE evaluation and the AIR Timpact
Strdv osvere i <haep contrase Uitde VIE ehildren in the IBE Stucdy
~cored sicnibeontly higher o everyv age level than the comparison
crovups of the same aze and hinguage dominance) on tests of Eng
h=hr vocabilan and readine, and mathematics.

Relative to national normes for English, Title VI Spanish domi
i studenis aceross crades were pertorming at e 9th per-
centile when thev entered the bilingnal progriun, at the Eihe after
Ball vear attendancec, ac the 1sth alter one vear, ihe 30th after two
veurrs, e the Hoth pereentile after three vears i the program,
Rebanve to national norms tor math, Title Vil Spanish dominant
siudents aeross grades cawvere performing at the ith pereentile
when they entered the progran at the 2830 atter halt vear atten
dancesat the 3th alter one vear, the Both alter two vears, and the
coth pereentile after three vears in attendianice.

Atier three vears in the prograun all groups were seoring at the
national norms o both reading and math, This indicated that the
raie nb development was aster for the Spanish dominant children,
tor rhev had started out muaceh lower than the pilingual group,

B incdentadive was funded by Tide VID os o research and
demonstration progrmn model to serve a special tareet grenup—the
chiuldren o merant tarm workers——presumed (o represent the bot-
i ol the sociocconomic ladder in the United States. In addition
to their povertv, these children suffered linguistic barriers, discon
tinaities in their sehooling, and o multiplicity of handicans as
~ocrated with their national origin, mobility. and sociol status, Thus,
the 3 test resuldts contd not he readily attributed to selectn of an
“odvantaced” class of ehnidrense?

The test scores also showed that the longer the students re-
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mained in the propran. the more significant the improvement in
achicvenment. These results had triple implications: they confirmed
the cimulative benelits ol bilingual instruction. they demonstrated
the value of longitudinal evaluation, and they underscored the im-
portance of postponing sununative evaluations until the program
matured,

Bilineual cducation apparently had a long-term sleeper effect
on student achicvenient. Thus, it was ditficult to draw meaningful
conclusions by comparing student achievement in the early grades.
This also meant that transitional bilingual programs, Llslm;_, three
vears or less, could not be expected to vield optinum results. Some

people pointed onit that this was not unlike running a business,

where it takes approximately ten years to show a profit. Short-term
measurements of bilingual education were very likely to be mislead-

ine becanse (1) English instraction often started in “low gear™ (and -

accelerated gradually). (2) it was often necessary to delay the in-
(roduction of reacding in order to provide an oral base in the second
languaee, and (3) dual language teaching followed diftferent sequenc-
ing of academic matter.

The cumuliative elfects of bilingual instruction were also ob-

served in other bilinguad studies. They were evident, for example, in

At evalnation of the Rock Pointe AZ bilingual program for Navajo
students, condueted by the Chinle Agency (BIA). I was found that,
at the endd of the second grade, students taught to read in Navajo
angl Enelisl showed an average level of achievement on the SAT two
months higher than the average level of achievement in the Chinle
Agencey schools. These students also passed a Navajo reading coni-
prehiension test with 98 percent aceuracy. At the end of the first

ersude, Navajo hilingual students were ‘llrm(l\ working with seecond

rade arithmetic materials,

Fourth and tifth grade students, who had been one and a nalf
(orade level equivalent) years below national reading norms when
the proar., ll]l was started during.the 1971-72 school year. were only
Il o veas below national norms by 1975 and were one and a half
veurs fneher than other BIA Navajo Arca (control) schools, By 1976,
©at wcares showed, fifth graders were one month below and sixth
cracdev- one month above the national norm. ="

oneitudinal evaluation (1972-77) of Hispanic students in the
Sania Feo NM bilingnal program  (second through  sixth grade)
~howed arithmetic \up“nmm over the comparison group in vir-
tdly every respeet. Alithough the bilingual group began slightiy
below the comparison group and the national norm. it had
strpassed the comparison group by the third grade and exceeded
the national norm by the fourth grade. The bilingual group was
consistently above the comparison group cach year and was close
o the nationad norm by the fitt and sixth grades, The control group
was superior in o onh ore of fifteen statistically significant com-
parisons.

175



O

ERIC

Aruitoxt provided by Eic:

The Best of Two Worlds 171

OTHER POSITIVE RESULTS

Areview and analvsis ol evaluation and research findings of
wwelve studies conducted by focal education agencies was performed
by Rudolph ¢ Froike, aninternationally-recognized sociolinguist
and expertin bilingual education. These studies inves gpcted the
sticeess of children in becoming proficient in English and learning
basic sKills appropriate to their grade level as o result of hilingual
and nonbilingnal insouction. D Troike concehuded:

Hmosteases the stadents inhe bilingual programs exceeded
the achitevement levels of control groups or district norms, ad in
severalinstances they exceeded national norms in Fnglish, reading,
and marthe The mference may fairly be drawn that ina quality
bilimaual program, by bemg able to learm through the medivm of
thenrnanve Limetage and brild oosohid foundation in that lnguage,
students carcattain lngher education achicvement levels in English
without sacrilicing their native Emguage skills, I fact, Toss of
native Langnage competence inoanall English program (whether
oo reaadar sehool progran) nuw be o major cause of students'
mcomplete Eochish developmentand low academic achioverment, =

Fhe stadhes reviewed by Troike were of local individual pro
grams  not ageregates ol programs-—and had been svstematically
analvzed o insure that no incotreet methodological problems contd
invalidate their findines,

Moanv people telt that comparing the performance of LESA stu-
dentsin bilmgual prograns to national norms faited to consider the
Pt that the “resular”™ clissroonm wits not a viable option for LESA
stndents. Constdering the fact that statisties showed most inner city
children achieving below national norms anmvway, and considering
the nonacademic problems these children had to endure (dis-
crinnnation low sell concept, poverty), even the slightest measare
ob snecess wis no small miracke, Inthis light, achicvement slightly
below the normns conld be considered o relative success comparedd
to past patterns of virtiaallv total failures T any event, observers
pomted ont that schiools do not discontine teaching reading and
Jath tor exinnple, despite the taet that stadies consistentlv showed
thet ~tudents o doing poordy in these subjects,

I spate of seeminglyv meonchisive research findings abont bi
hogoalinstroetion, onding lor Citle VI continued to increase each
vears e schoob vear 177 T80 went np to ST million to support
E25 projects semving 250,100 students. More and more of the money
was beine channeled 1o help the children of the inereasing number
ol political exdes arriving in the United States on o rowutine hasis,
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1 6 Educational Services
Denied

OMING TO GRIPS with the educational need  of refugee chil-

dren was only one of the problems associated with the chil-

dren of aliens confronting American education in the late
seventios. Another problem. particularly affecting the Southwest,
involved the education of thousands of children.—gencerally: Mex-
ican-—whose tamilies had entered the country without following the
proper procedures established by immigration cuthoriti

UNDOCUMENTED WORKERS ~

Mexicans had been erossing the border itlegallv—back and
torth - since 1963, when Congress terminated the bracero program
throngh which LS. farmers and ranchegs had been able 1o contract
tor Mexican ficld workers. No one scemed particulary concerned
with these workers during the liberal years of the sixties—except
tor sporadic, blitz-tvpe raids, occasional deportations, or media re-
ports. Forone thing, these workers were part of an alternating flow.,
with tewer than ten percent remaining in the United Siates on a
permaneut basis. For another. these workers constititted a source
ol cheap labor that was helping the U.S. economy. Furthermore. the
rhetoric of Chicano activism with its emphasis on brotherhood
among La Raza Unida (the United People) made any attack upon
Mexican nationals an attack against Mexican-Americans as well,

However, as the nation's liberal spirit waned in the seventies.
the issue ol illegal aliens began to build up steam. The crux of the
controversy centered around the netions  that undocumented
worners constituted unfair competition hecause they would (1) take

~unskilled jobs that imight otherwise go to U.S. workers. (2) accept

lower wages, and (3) be less prone to unionization.** Other argu-
ments contended that illegal aliens would strain social service pro-
grams designed for this nation s poor.

Advocates tor the aliens countered that Mexicans did not enter
the countiy looking for weltare or other social benefits. They came
to work at jobs no one clse seemed o want,

‘The notion that illegal aliens were a drain on the US. taxpavers
was rebutted by a 1977 San Dicgo study which found that local
nidecumented workers had paid abait 849 million in taxes while
consuming only about 2 million i1: social services.

The controversy moved frgm the labor arena to the eclucational
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aretnn hien sChool svstems began to teel the economic hardships
ol cdueating nenrestdent children. As most cducational disputes, it
eventually landed in the legal arena One case—which eventually
reached the TS, Supreme Court—eentered around a 1975 Texas law
preventing illegal alien children from attending public schools tui-
tion tree and prohibiting school districts from counting these stu-
dents when secking enrolliment-based state school funds.

In Februany 1977 parents of excluded children filed suit against
the Houston Independent School Distriet claiming that the ex-
cliusionany provision was unconstitutional. The State Distriet Court
v saereed and ruded in favor ol the co-defendants, the Houston 1SD
and the Texas Education Ageney.

Another suit, liled tater in 1977 against the Tvler. TX School
System protested a S1.O00 tition imposcd upon some eighteen
undocumented Mexican ehildren despite the fact that many of the
parents had tived, worked. and paid taxes in the district for more
than o decade. Becanse their income was sa low, the demand for
Gution meant the end of their children’s education.

The tiling ol Doe v, Plyler triggered a new wave of itigation as
“ixteen other school systems around the State were challenged in
conrt. In o ralinge delivered the following year, the U.S. District Court
for Fastern Texas strick down the State's exclusionary poliey,

Groups which found themselves unable to achieve their objee-
tives through the ballot frequently turned to the courts and, under
he conditions ol modern government, litigation turned ot to be
the sole practicable avenue open to Q disenfranehised minority to
petition for redress o gricvances, ™ The Phjler case was appealted
o the Fifth Circuit Court, basicaliv on the grounds that educating
andocumented ehikiren free would pose a financial hardship upon
scl:ool districts,

LAU REMEDIES CHALLENGED

The bhudget constraint was the basic premise for the dendal of
services, not only to illegals but to legal residents and citizens as
well, This plea—insufficient funds—was especially used to explain
why districts with substantial numbers of LESA children could not
provide them bilingnal instruction. Underlying this argument was
the asstmption that bilingual instruetion cost more than the “reg-
ular” curriculium. an assumption that was not substantiated. Dis-
tricts  pereeived  a need to o hire additional—instead of  dif-
ferent-—teachers,

Courts of law repeatedly rejected this defense and ordered pub-
le sehoals to reallocate available resourcees to provide immediate and
adequate educational progriams to previously-neglected children. In
other words, when a distriet claimed that insufticient resources
preciuded instruetion in a language that students could under-
otand. that constituted grounds for a reordering of prioritics. ltems
of less educational importance often had to vield to programs
necessary 1o cffectively meet the mandate of Title VI of the Civil
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Rights Act ot 1961 Failure to do so conld have ultimatelv resulted
inacutoll of Federal assistance for noncompliance with Lauw, which
would have further reduced the local education budget** Yet many
districts took that risk. proving ultimately that lack of funds was
not the issue, for some of them could have provided the services
casilv with the money they were spending on legal fees o avoid
having to provide the services,

A New York Federal court granted the Lau Remedies great
weight in Rios v. Read™" and in Cintron v. Brentwood Union Free
School District.* In Rios, the parents of Puerto Rican and other
Hispanic students in Patchogue-Medford. Long Island sued the

school district in 1975 alleging a denial of an equal educational

opportunity (in violation of Law) by failing to provide an adequate
and effective program for several hundred LESA students. The
school district contended that the mere presence of a bilingual
education program satisfied the Lau affirmative step requirement.
The Court, however, reasoned that establishing a bilingual educa-
tion progriun was "meaningless without a concomitant emphasis
on the quatity ol instruction.” The Court. relving on Serna. phrased
its rationale this waw:

it coudd hardiv be argued that if o school district was found to
violate the standards of Lan v Nichols because it had failed to
provide any bilingual education for language disadvantaged chil-
drensa court would be required to accept without serutiny whatever
remedial progriom the school distriet then proposes simply because
the district now could claim that it was taking “affirmative steps.”

The district was ordered to develop a plan for bilingual-
bicubtoral edhucation consistent with Federal faw and the Lau guide-
lines. :

A new landmark in bilingual education litigation appeared in
the fornn of 4 Memorandum of Decision issued in January 1978 by
the U.S. District Court for the Eastern District of New York in a case
filed on behalf of Hispanice children and their parents from the
Brentwood. Long Island Scehool District. The opinion. issued in Cin-
trone upheld the rights of Hispanic children to bilingual education
programs. ‘The District Court sustained plaintiffs’ contention that
the school districtis part-time, pull-out program of English as a
Second Language and remedial instruction failed to meet Federal
standards for ensuring that LESA children receive an equal educa-
tional opportunity. The District Court ordered Brentwood to draw
up a plan that would comply with Federal standards. In arriving at
the decision, Chief Judge Jacob Mishler determined the bilingual
education needs of children on the basis of the Lau guidelines
issued by the HEW Office for Civil Rights, In essence, the court in
this casce treated the Lau Remedics in o manner comparable to the
way the Supreme Court had treated the May 25, 1970 Memoran-
dum,

In another Lau-tvpe challenge, Mexican-American  plantiffs
charged in 1978 that the Raymondville Independent School District
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i the Ko Grande vallev had failed to impiement an adequate bi-
lineual cducation progran (o overcoine the linguistic barriers that
impeded equal participation by their children in the schools” pro-
pran The TS, District Court tor Southern Texas ruled in Casta-
feda v, Pickerd that the bilicgual program provided by the school
svstem wirs within whaot was expected by Title VI of the 191 Civil
Rights Act. That case was apy; sied by the Mexican-American plain-
tlls

One cotnimorn error made by many school systems was 1o believe
thev needed a veritical mass™ ot LESA stadents before they were
compelied to provide them necessany services. While the Lau de-
cision wis rendered on the basis o1 a substantial groap ol students
(and its subseagnent remedies were noi intended for cases involving
a simgle child or verv Tew voungsters) Tide VI spoke ol individual
riehts in providing that no person in Federally-assisted programs
could be subjected to - diserimin dtion. Heither the fact that the
nuimber of LESA pupils was decraed "insignificant” by imany schools
nor the additional burden of having to provide what amounted to
mdivichnalized instroction precluded @ district from complying with
the mandate School districts haa diffieulty asserting chat the Lau
Remedicos were unreasonable or inconsistent with Title VE especially
since program approaches were presented as options in the Rem-
cdies. blingual education was not mandied, and alternative pro-
grams were acceptable,

Althoneh ©ever ])1ll)li5|1(-(l o the Federal Register and never
~ubmitted for public corument, rse Lau Remedies served as de facto
snidclines tor ¢ vears, n 1978, however, the court in Northivest
Ar tic v, Catifano oracred a legal version ol the Lau Remedies to be
published tor connnent “as soon as practicable.” Further delay in
puolishing the rules could have resulted in a contempt of court”
citation.’
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1 7 Accountability

FIH PASSAGE IN 1978 of a bilingual echac o bill in Con-
necticut. a dozen states now had legislatio. ooedating

bilingual programs under varying guidelines: « » -clu-
setts, Hlinois, Texas, New Jersey, Alaska. Colorado. Washis . His-
consin, California, Indiana. - Tichigan, and Connecticut. Oti¢: © ey
had legiskition permitting ' netaal education, Among 3« e
Maine. New Hampshire, Newe ", - oo, New York. Arizona, IS - ¢

Oregon. Seve ral states still rocuned laws making Englesi thie |
clusive language of instruction i acir educational svstea,s, 0 4

these were, tor the most part, st . with very low cones Lt s
ol LESA students.

A studv designed to respond ¢ - cfressional manaate in the
Bilingual Edncation Act-—to eotie toe pumber of children vrith

limited English-speaking ability b s Onited States—revealed tha
an estimated 2.1 million childre.. ot fimited English language
proficiency aged 5-1-1 vears were living in: the US, in the spring ol
19789 This number represented 63 pereent of all chiidren aged
5- 1 vears living in houscholds where o Lisgfuadge other than English
wits spoken. In addition, it was estimated that there were as many
as 1.2 million LESA children vounger or older than 5-14 years hut
also of school age. Incidentally, the percentage ol LESA children
among all children living in houscholds where a language other than
English wis spoken did not differ markedh by age. An estimated
73 percent ol all LESA voungsters were Spanish-speaking and 62
percent lived in Califurnin, fexas, and New York.

Ahtde over tweive miillion Hispanies were estimatect to be living
in the ULS, Mainruud dusimg the 1978 79 school vear. Nearly half of
them were under cight - v enrs ola Thirteen pereent were under
five vears old. cotnpareda to seven jereent of the nen-Hispanic nopu
fatiop o v five percent of the Lisp o nies were 65 vears or older, b
clever percent ¢f the noreHispanice: had reached that age. '

aspanies were more lKelv to reside in metropolitan areas.
Sives peoccat of all tispanies did. compared 1o 39 pereent of nioa-
Flispi sios, Hispanie unemployment seemed to always average one
and hofitimes the nadonal rat - 20 one time during the Jate 1970s
when ULS unemplovinent was seven pereent, the Hispanice rine was
ten pereent. Eight pereent of the nation's Hispanics were cmiploye.
in the professional ard teehnical labor force. compared with seven
teen  pereent for non-tlispanies. Fifteen pereent of” the workin,
people in the United States were emploved as Ceperatives”™ (garage
attendants, produce packers, manufacturing checkers) but 25 per
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cent of alt Hispaniss were thus emploved. Naturally, the lower job
classifications meant fower wages,

~

SCHOOL FINANCE

The vast nogorite of minority group children live in the school
districts that couid least afford 1o provide for iheir special needs,
Retivnce on property calues for local tax-based revenuces causced
funding disparitic s between wealthy and poor distriets. These ctif-
ferences obvionsly led o ineguities in staff, class size, course offer-
invs. remedial services, facilities, materials, and equipment which,
in turn, affected the schools” capabilities o provide cqual educa-
tional opportunities. Th as the quality of education children reeeived
depended on where their parents could aftord to live: It was up to
the next level of government, then, to equalize school spending, so
as to climinate the diserepaneies in educational services,

The wav ~chool furding was distributed by-the states was
trenendousiv important because state monies accounted for half of
the naton’s ecue ional budget, Mast state constitutions attempted
1o tormulate the allocation of fanding in such a way as o insure
an equal educational opportunity to all youngsters, The language
of these ciaranieces varied fronn stafe to state: some called for a
“Thorovieh and efficien™ svstem of pubic instruetion. others tabeled
it “thorongh and uniform.” ome had an “equal viel!” requirement.
Regardles  of the wording, the constitudonal intention was certainly
honorable, Tts outconme. howey: was something else, a fact that
prompted some parciz's, it the as Sstance of civil rights lawyers,
to challenge the school funding alfocation formulas of their stotes.

Sehool finanee ltigation had shifted from Federal v Staie
courts in 1973 when the US, Suprem: Court valed in SantAnionio
[ndependent School Distric - Rodn ez that wealth-bascea dis-
crimination did not viokate the equal protectic — clause of the Four-
ceenth Amendment. Puring the ten Lears following thie suceesshul
1973 challenge of New Jersey's system of sehool financing in Rob-
frson v Cahill, plaintifts sneecsded e striking down fuoe schoul
Finance systems in stiate supreme ceots on grounds of disriminia-

Hon.

One ol the most notable ¢& hese cotnt rulings way the water-
Shed Serrano v, Pricst decision by the Calfornia Supreme Court in
1976, which said school funding based on local property wealth was
ileeal imeder the State Consti tor's eqeial protection clanse. Other
olates where their highest court brd sivuek down the finance for-
il were Conneetient, Washingt: a1, vvoming, and West Virginin,
However, in that samie pericd of time, school finance formulas were
uphield in ten states: Arizona, Michigan, ldabio, Oregon, Ohio. Penn-
svlvania, Georgia, Colorado, New York, ard Marviand.

In Lujan v. Colorado Staie Board of Fdication. filedd by the
Chicano Education Project, a distriet court had originally rule.
asiinst the State, but the decision wis reversed by the Coloradc
Supreme Court, In Ohio, the coute sabt “local control” - rovided a
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rational basis to support the spending disparity.

Interestingly, the Georgia Supreme Conrt ruled that the State's
school Hnance Taw was snequitable, but not nneonstitutional. The
Georgia Constitution, it turned out, required onlv that children be
provided an "adequate”--not necessarile equal—education,

The nncertainty of financial support for compensatony and
other equuty programs owing 1o these alternate judicial inter-
pretations ol Federal and - State constitutions was  clearly ex-
acerbited by the ongoing tug of war between the challenges of states'
school finance formulas, on one side, and the voters tax initiatives
hmmnn school spending, on the other.

California voters in 1978 approved Proposition 13 to hold prop-

Criy Laxes to one pereent of the 1975-76 assessed value. At the time,

Calitornia had o 86 billion State surplus. thus the impact of the losx
of revenues would not be immediatele apparent.

FFollowing the success of I’mp()slll()n 13, which slashed Jocal
property taxes by an average of 52 percent, other states initiated
referenda thit wonld have severely threatened education funding,
Frrther enconraged by the California Supreme Court confirmation
ol Proposition 1755 11 1980, tax initiative referenda appeared that vear
on the bhallors of ten states, In 1982, sixteen states were voting on
education-related initiatives.

Possessed by the prevailing political and cconomic climate,
American citizens were consistently deleating school budgets and
voling against taxes for education. These reductions. of course.
necessitated the elimination of many programs—a measure that
wis proving fatal to many bilingual programs. Manv state and local
schiool _agencies regarded hilingual cducation as a sort of “af-
firmative action” program. And just as the last hired were the first
fired in fiscal crises, bilingual education—the newest projeet in the
svsten stll on a “probationany”™ status—would be the first to be
dropped from the budget.

THE EDUCATION AMENDMENTS OF 1978

Nationallv, however, bilingual education had managed 1o
survive its second re-authorization: as a Federal program, The
Edncation Amendments of 1978 not only extended the Bilingual
Education Act. but expanded its coverage considerably,! By broad-
cning the eligibility from children ol “limited English- .sp(mlxuu_,ahm-
VULLESA) 10 individaals with “limited English proficieney™ (LED).
it no longer required children to be removed from bilingual pro-
grams prematarely (as soon as they were able to speak English even
though they were unable to function in Knglish). On the other hand,
however, students would not be permitied to continue receiving
bilingual instruection after thev had developed English proficieney.

(I an effort to eliminate the somewhat pejorative connotation
of the previous definition, limited Englistespeaking ability. both
the National Association for Bilingual Education and the National
Council of La Raza had sought unsuccessfully to have the label
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Tanged 1o Cchildren with linguistically ditferent skills.”)

Althongh Congress did net fully embra o the bicultural con-
cept suggested by the U5 Coramission on Civil Rights, it did con-
tinue support for the cultur. b heritage goal as well as for the use
of the native tongoe of LEL students i the programs. However,
these two goals were carefully integ. ted with national priorities.
e of the native  language. for example. was  emphatically
subordinated to the learmning of English. Thus, bilinguai education
wis defined as the teaching of English and {to the extent neeessary
(o allow children to achieve competence in English) instruction in
e native language of the students. Bilingual instruction was to be
delivered with appreciation for the cultural heritage of not only LEP
children, but other children in American society as well.

The Act directed the US, Comniissioner of Education to give
prioriy to geographical arcas and to children that had been histori:
cally underserved. Specifically, it noted the potential need for bi-
lingual instruction  among  Franco-Americans and  Portuguese-
Americans in New England as well as Spanish-speakers of Carib-
Bean origin throughout the Northeast,

The 1978 amendments pennitted the US. Office of Education
to lund bilingual programs for Indians directly, instead of through
the Secretan: of the Interior. They also made special provisions o
corve Bnelish dominant students who returned to Puerto Rico and
could not function in the island's Spanish-medium schools. They
emphasized equitable participation of private school children in the
programs. And they provided for increased parental involvemnent,

Reflecting aconeern of the Congress that a segregated minority
eronp was being created by bilingual programs, the 1978 amend-
mient specifically provided for up to forty percent English-speaking
“tudents in the Plassroonts os long as the primary purpose of the
program remained o improve English language skills, This was a
Sieht reduction from the fifty fifty ratio used in Colorado which had
worked rther well, according to Congressional testimony belore
ciactinient of the 1978 law. [t was felt that the presence of these
hildreon woukd provide peer models to help LEP children in practice-
e therr Bnglish and jninteracting with USS. cultuie, lifestvles, and
valiies, ,

The biw also probibited massing all LEP students into an
cihnicatle or racially identifia. © scheolo Although teacher training
and currienlin developient could be cntralized. the program was
(0 serve children in the school whicl  they normally attended.

The bilineuad et aside s of the Bmergeney School Aid Act.
el provided assistance tor 8P students in desegregation pro-
orams, wese trnnsterred to ESEA and their administration was
placed i the Oftice of Bilineu d Education, . nese funds provided
demistance in curricalinm development, teacher training, and inter-
Cihrne undderstonding, progrants. They cottld also be tsed 1o assist
wchool districts in meeting Liau Remedy court orders,

The 1975 Act removed™Mhe requirement that fifteen pereent of
cach orant had to he spent on l(';l‘i‘}ll(‘l' training on the gronmnds that
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chistricts” necds vaned in this regard. However, it continued  to
cipitasize the need o training and. in fact made provisions for
awide ranee of separate training grants, contracts, and felfowships.
Special attention wias to be given to designing curriculum materinls
tor Linguace groups for whom private organizations were untikelv
to-develop sach materials,

Fhe Federal network established in 1Y 75 1o develop and dis-
seminate bilmgual education materials expanded in the first ihree
vears o include nwenty training resource centers later catled Bi-
tindual Education Service Centers), ninereen materias duvelopment
centers, and three assessment and cdissemination centers,

The 1978 legislation peritted initial funding of one 10 three
vears and imposed very formai provisions for termination of pro-
grams. However, there was still e emphasis foward building the
capacity of the applicants to continue bilinguat pducation programs
alter Federal assistance was no longer available. ’

The issue of Title VI funding duration reflected more than a
budectan concern, o was consistent with a limi‘\l('(i Federal commit-
ment to bitingual cdneation as a transitional research and develop-
ment demonstration program. Open-ended grants would have sug-
gested o broader Federal involvement. a service-oriented program.
and amaintenance effort. Incaddition, the aw provided for an Office
of Bilingual Education and a National Advisony Council on Bilingual
ducation.

Responding 1o the iack of national evaluation data on bilingual
cducation. Congress quadrupled to 820 million the amount of
money availoble tor research, Evaluation was also given strong Sup-
port. An evaluation component was required in cach grant appli-
callorn,

RESEARCH AND EVALUATION

Three of the most nadgging criticisms ol bilingual instruction
involved the Lack of real solul rescareh 1o support it. the populariy-
held view that bilingual cducation was intended only to benefit
national origin. minorities. and the endless challenges upon bi-
Imgual teacher competence, .

Rescarch was probably thie most important factor. Although
sorme 8500 miliion had been invested in bitingual education over
the preceding decade, orly one-half pereeni ol the money had gone
for rescarch. Consequently, there was virtually no research upon
which to base efforts to improve bilingual programs, requiring the
LUS0to Base s bilingual effort on research coniducted in Canada
and other conmntries. This is not to say that there was zero rescarch
in the Hnited Swates, but rather that the evidence to support bi-
tingual instruction wis not overwhelming, The concept required a
great deal of patience and strong faith, lronically, the rescarch that
had been conducted indicated that ¢arly study of a second language
cnhanced the educational achievement of middle-class students
even more than it did for the economically diag{y);mugcd.
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The necd tor -hdents to be able to understand the teacher was
wetl evident. Advocates of hiligual instruction held that its logic was
oo simple to require proof. 0 was, they argued throughout the
~eventicos, Hike having to prove the obvious.

When asked 1o give o speech justifyving the need for hilingual
cdneation, many bilingual educators would often dgive the speech in
a laneuage that the audience could not understand. How clse, they
wourid ask, woukd the audience feel the way children did when they
had o sit in o classroom where they could not understand the
teacher. The efforts to dramatize their message. however, backfired
on some speakers, when part o their audicnees would walk out
annoved. Then again, maybe the point was not lost. After all. LEP
children did not have the luxury of being able to walk out of similar
Situations.

v the end ol the seventies, however, intuitive and subjective
appeals were no longer enough to support bilingual education. The
denand for hard data and objective evidenee was intensitied. Un-
forinatele. the use of evaluation and rescarch datain hilingual
programs had heen sporadic, at best: nonexistent. at worst.

The lack of empirical research to demostra e—in scholarly
eredibler tashion-—the  suceess ol bilingual education as a
pedagogical methodology had made the bilingual movement vulner-
Able 1o attacks by educational purists. A greal cleal of rescarch con-
ducted onutside the bitingual arena had been. at hest. inconclusive.
The primany niethodological shorteomings which were cited in-
chinded the inadegeaey or nonexistence of bascline data or com-
parison - 2roups. statistical  applications,  and controls  for
cocioveonomic status and language.

Typicatlv, pecearch findings-—cven  those which  were
Tved - conunanded a ot of public atteniion. They generated head-
linew. often misteading ones: "Bilingual Fdacation Fails,” “Private
Sehools Better” “Head Start Works,” "Girls Can’t Learn Math.” Such
headlines inftuenced public beliets which. in tarn, influenced action.
Decisionmakers under pressure often tended to overcorreet and
many good progiams were dimped for lack of supportive data. In
lictr of hard data related 1o academic performance, there were other
indices of SHCCess: [CACHers Were more receptive 1o the children,
pupil attendance was better, students seemed to like school more.
I addition, experience showed that where no bilingual programs
existed Hispanic parents were less likely to approach the school and
itk with teachers. Most bilingual program evatuations, however.
(hcnised on the acquisition of English by LEP ¢hildren as the sole
indicator of - ograrmn Suecess.

The 1u74 graduating class of the Las Cruces, NM - Public
Sehools included 53 students who had participated in bilingual
cducation programs since 1967. Aceording to the coordinator ol the
1K 12 Bilingual (Spanish/English) Multicultural Demonstration Pro-
jeot, theirs was the “first and only™ program i the nation to gradu-
ate students who had participated in bilingual educatici. since
kindergarten. 183
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The bhilingnal edncation class of 1979 began in 1967 as one
of the first such programs fanded in the nation. The program served
students at iwo elementary, fwo junior high, and two high schools.
Of the bilingnal program students graduated, 13 percent received
recognition. scholarships, awards, or grants. One of the 53 was
among the top ten of the 598 graduates of Las Cruces High School.
and 35 pereent of the bilingual education class had been aceepted
and were 1o attend New Mexico State University.

THE CARNEGIE REPORT

A T979 statement issued bv the New York-based Carnegie Cor-
poration warned that “bilingual education's very vuinerability to
criticisni on political grounds makes it cspvcmllv incumbent upon
this experiment to justify itself eduecationally. Nothing less will do
justice to the needs of children from linguistic minorities and to the
meaning ol equal educational opportunity,” stated the report, add-
ing that “this will be the major challenge of its supporters over the
next few years.” Written by the foundation president. Alan Pifer, the
paper cited three primary issues causing the prevailing debate over
bilingual education:

I. The public pereeption that the program has not been effec-
tiee. Rifer warned against making generalizations at that time since
“the few evaluation studies that have been done are not considered
a fair assessment of bilingual education’s potential.” However, “in-
dications are that many bilingual programs were launched hastily.”
Pifer attributed many of the difficulties associated with the program
1o “laxity in federal planning and supervision.”

2. The apparent departure from the customary language pol-
icy of the schools. In the past non-English-speaking groups were
free to keep their languages alive through private efforts, not usually
through the sehools, aceording to Pifer. Since World War 1, English
has been the primary if not sole instructional language in public
cducation. Many people see bilingual education: as a reversal of
customary language policy and wonder what the implications are
for nlhvr institutions and the society as a wholc.

“The association of bilingual education with Hispanic
Amuru ans. Althongh over seventy different language groups were
being served by the Federal programs, most of the funds were going
to Spanish-English bilingnal instruction. Pifer noted "Hispanic chil-
dren as a whole have not fared well in the public education system,”
and pinpointed discrimination as a major factor contributing to the
academic difficulties of Hispanic students. “In short, the public
education system as a whole has neither welcomed Hispanic chil-
dren nor been willing (o deal swvith their learning problems in any
cilective way.” Bilingual education nas been a rallying point for the
Hispanic community. Also the rapid growth of the Hispanic popu-
lation “has made the issue more visible and politicized than it might
otherwise have been” Bilingual »ducation no longer is regarded
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Sty as g edueanon measure. noted Pifer, but also as astrategy
tor reolizing, the ~ocial political. and economic aspirations of His-
pastic peoples. The Carnegie report concluded that “regardless of the
corrent debate, the fact remmains that there are mitlions of children
in the U schools who speak little or o English. Since neither
ek subynersion in regular classes nor ESL alone has worked well
with children from low-income,  non English-speaking baclk-
crounds” reasoncd Piter. “teaching such voungsters in their first
Luguage while they are learnine Engbish would appear o be a
sensible alternative,

THE YEAR OF THE CHILD

Nineteen seventy nine was ohserved by more than a hundred
mations - includimye the United States--as the International Year of
the Child, One ol the principles in the Declaration of the Rights of
the Chilil developed by the United Nations, endorsed  bilingual
cducanon asoone of the goals worth pursuing by the participating
nations. The VN General Assembly called vupon parents, individuals,
orcantiZzations, local authorities, and nationad governments to rec-
ounize these right= aned strive tor their observance by legistative and
other me sures progressively taken in accordance with the declared
principles. The seventh principle stated:

P chndd s ennitled to 70 cive endowed bilingual education.
which ol be tree and compulsony, at lease in the elementary
Ceeess He o Qhall b given an edueation whieh will promaote his
coetal cudiare” an b enable b on o basis of equal opportunity
soodevelop s abalities, his individual jedeement. and his sense of
toral o social responsibiline, and to become aousetiil miember of
STy

It was hoped thot o great deal of emphasis would be placed that
vear an the peeds of the child, especially in education. imd particu-
lariv in vlobal education, multicultural studies. ethnice literaey, bi-
lincual institetion, qand rthe stady of loreign linguages and inter-
reitional adtairs, Vhese were some of thie areas ol sophistication that
Pl heen imissing from ost American schools,

o
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1 8 Foreign Language
Deficiencies

HE PURSUIT OF foreign language learning that had rese!ted

from the sobering World War Il expericnee had lasted no more

than a score, despite the added spark provided by Sputnik®
[in 1957 All the publicity. subsequent spending, and academic
competition that followed the first Soviet satellite lasted only until
the image of American technological superiority was re-established
by the landing of Americans on the moon.

Ihree picces of legiskation on foreign language use were enacted
during the period between the orbiting of Sputnik and the visit to
the moon. The Landuage Development Program of the 1958 National
Detense Edueation Act, designed 1o encourage US. citizens to be-
come proficient in foreign languages, had the biggest impact. How-
ever, it was funded at roughly the same level for ten years—with no
adjustment for inflation. The same leck of inflation adjusunent in
the 1961 Futhright Havs exchange program was tantamount (o a
thirty peceent decrease’by 1978, And the 1966 International Educa-
tion Act. bighly acclaimed apon passage. was never funded.

Inierest in foreign lunguages began to decline again’in the late
sixties to the extent that, when Title VII ESEA was enacted in 1968,
it did not attach eny signlicant value to having speakers of other
languages retain their skills in those languages (the mother tongue
of LEDP students was to be used only unitil they became proficient
in Enclish)—unlike Title VI NDEA. which ten vears carlier had en-
couraged Anglophones o leait a second language while retaining
therr skills in English. The wane continued.

T 1968, more than 60O US. colleg ges and universities offered »
cottrses in Russian to about 31.000 students, Ten years later, fewer
than HO0 institntions were providing Russian instruttion to fewer
than 27,000 students. (There were strong reasons to believe that the
downward trend would coniinue, snggesting a dangerously con-
descending attitude toward the Soviet Union.) During that time.
incidentally, there was o average ol six dissertations a vear on
Soviel foreign policy by American graduate students with a working
knowledge of the Russian language.

In Russia, where all students at the secondary level had o take
« foreion language. the approach to American studies was system-
atie and thorough. In fact, there were more teachers of English in
Russia than there were students of Russian in the U.S. The pres..
ngmus Institute of US.A. and Canada in Moscow also had an esti- \
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mated three hundred stall members doing rescarch on the United
States, which was more i all the combined total of Slavie faculty
menthers at the dozen leading U.S, universities specializing in Soviet
studies. Federal contracts for all foreign atfairs rescarch dropped
from S10 million in 1967 to less than half of that in 1976, Détente
with the USSR, a national preoccupation with Vietnam and the
Middle East. and cconomic erises in higher education all con-
rributed to the deeline of Sovier studies in the United States. Not
only was the nation’s security at issue, but cven its economic
survival was threatened by Americans' lackadaisical attitude toward
foreign languagdes and global affairs.

Ten vears after passage of the Bilingual Education Act, an
alarming apathy toward foreign languages and international affairs
permeted throughout the United States, Only 22 pereent of all high
<chool students in the late seventies were enrolled in a foreign
tnguage and. frequently, the language was not the most prominent
cecond language in the arca. At one time. for example. the San
.omcisco sehool system was tocked into the French/Latin syn-
¢h . ne. although there were significant concentrations of German,
Spa :fsh Chinese, lalian, and Russian speakers in the area. An
excep. on o this rather typical situation was found in the New York
City sciool systen, which taught Spanish, Hatian. and Hebrew on
a large scale,

The single most important cause for the widespread lack of
interest was the abandonment of the foreign language requirements
in many colleges and universities, motivated by studernt demands
for a “rclevant” curriculum. Fifteen pereent of the total under-
gracduate college student body in 1968 had heen enrolled in Spanish,
Freneh, German, Halian, or Russian—making these the five most
commonly taught languages in the United States. By 1977. this
proportion had dropped to cight percent. Twenty-three pereent of
the total high school enrollment was studving forcign languages: 12
pereent was learning Spanish: 6 pereent Freneh: 2 pereent German:
| percent Lating but only 0.3 percent Hatian: and a meager 0.1
pereent was studving Russian.

[ any case, only two pereent studied a forcign language beyond
the second vear, the minimum requirement for college admission.
cdespite the fact that four years was considered a minimum requisite
for usable language competence, For example. a 1978 nationwide
scarch turned up only 81 high school students who were taking
Polish bevond the seeond year. despite the newborn cultural aware-
ness, uest for ancestral roots. and pricde in cthnic identity.

PRESIDENT'S COMMISSION
ON FOREIGN LANGUAGES

Part of the East-West international accords of Helsinki in 1975
committed the 35 signatories—including the United States—to the
encouragement of the study of cach other's languages and cultures
as an important step lowari §\:§anding communications among
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their people. A program of Citizen Education for Cultural Under-
standing was authorized by the US, Congress in 1976 because
lawinakers agreed citizens necded to learn more about other nations
and euttures to help them make better judgments about inter-
national poticies and U.S, actions. Then in April 1978, at the urging
ol the Congressional panel formed to oversee the Helsinki agree-
ment. the Carter administration established the President’s Com-
mission on Foreign Languages and [nternational Studies, composed
ot 25 leade s from both the publie and private sectors.

The Commission’s investigation, carried out by the University
ol Michigan's Survey Research Center, revealed a number of at-
titudes toward other kinguages and cultures which posed serious
risks lor diplomatic relations, business viability, and national secur-
itv. Although soiae of these statisties were already known  in
academic cireles, the sense ol greai urgeney that permeated the
Conunission’s repore in 1979 underscored their potential danger.
Reported the Conunission:

Americans” aross inadequacy in foreign language sKills is
nothing short ol scandalons, and it is becoming worse. Historically,
to be sure. America’s continental position between vast oceans wis
a hasic excuse Jor linguistie as well as political isolation. but
rocketny as well as communications satellites render such a moat
mentality: obsolete. While the use of Englisl. as a major inter-
national inguage of business, diplomacy, and seienee should be
welcomed as i tool for understanding across national boundaries,
this canot he sately considered a substitute for direet communica-
tionis in the many arcas and on the innumerable oecasions when
knowledee of English cannot be expeeted. The fact remains that
the overwhelming majority of the world's population neither under-
stands nor speaks English: and for most of those whe learn English
as o loreign hingiage, it remains precisely that,

Americans’ scandalous incompetence in foreign limguages
also explains onr dimgerously inadequaie understanding of world
aflairs, Our schools gradnate a large majority of <tudents whose
knowledge and vision stops at the American shoreline, whose ap-
proach to international affairs is provineial, and whose heads have
been tilled with astonishing misinformation,

The President’s Conmiission believes that our lack of foreign
langiaage competenee diminishes our capabitities in diplomacy, in
forcign trade, suxl in citizen comprehension of the world in which
we live and compete. Americans’ unwitlingness to fearn foreign
linguages is often viewed by others, not without cause, as ar-
rogance. The melting-pot tradition that denigrates immigrants’
maintenanee of their skill to speak their native tongue still lingers
apd this, unfortunately, causes linguistic minorities at home to be
ignored as a potential asset. (While recommendations on the essen-
tinlly domestic aspects of bilingualism are not within the Com-
mission’s assignment, we do emphasize that a comprehensive
Linguage policy ought 1o recognize this important nadonal re-
souree.)

The United States is blessed with a largely urnapped resource
of talent in the form of ractal and ethnic minorities who. by being
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bronght into the mainsteeam of educational and emplovment op-
pertunities in the areas ol foreign language and international stud-
1es. cann be expected to make rapid, new, and valuable contributions
to America’s capacity 1o deal persuasively and etlectively with the
world outside its borders. The Commission underscores its expec-
tation that the importance of this asset will be taken into account
in the implementing of all recommendations pertinent to this
aspect of underutilized talent

The Commission concluded that the Helsinki Pact gave
cducators in the United States the mandate and obligation to ex-
pand foreign language programs, es,-ecially at the elementary school
level It listed more than 130 recommendations. including a series
of initiatives at various levels of the public and private seetors as
well as governmental incentives to encourage foregn language study
and promote knowledge of other countries through a variety of
programs that would give Americans the o sertvnity to study and
work abroad. It also called on the National Institute of Education
to stiidy how to enhance foreign language learning among elemen-
tary and sccondary students,

In addition to their value as tools for business, defense. and
rescarch, foreign languages serve as a nicans of enriching everyday
life: they open additional avenues to the enjoyment of the arts.
drama. food. Inmor, legend, nmusic. sports, traditions, and wis-
dom--especially wisdom. 1t was reported that studying foreign
languages in the carly grades enhanced many education skills and
improved thieney in a child’s native language. And foreign language
students scored higher on achievement tests and college entrance
examinations. Some cducators were convineed that the oft-cited
inability of yvonng people to write coherently in English stemmed in
part from a lack of formal trainmg in a second langunage. Results
of the Scholastic Aptitude Test and the American College Test con-
firmed that students who had foreign language training generally
scored higher overall in tests of verbal ability in English. Most
tanguage courses included the study of the countries where the
languages were spoken—their history. literature. and even their poli-
tics—thus, lunguage students developed a vital international per-
speetive that others lacked. Yet a 1980 State-by-State sunvey of high
school diploma requirements revealed that only cight states re-
quired high schools to offer foreign language instruetion, but none
required students (o take the courses.

The nation's failure to promote the acquisition of foreign
languages within its Anglophone population was exceeded only by
its reluctance 1o assist—even allow—its immigrants (as well as its
native-born linguistic minorities) to retain and foster their own
mother tongues while learning English as a second language. Gener-
ally, that type of dual-language capability—if to be attained—would
have to be subsidized by the ethnic groups themselves. Some or-
ganizations were doing just that. '

In 1978, the New York State Board of Regents granted a
provisional charter to Scuola _II? alia. an experiment in bilingual-
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bicultural ecducation sponsored by the Italian goverr . ough
it began initially as i school for the children of the Ce siness
and diplomatic comnumities, it hecame a somewl cffort
“to build a new Kind of cubture that is at onee halje - -ican.”
The richness of the double heritage, participan: Keep
their cuttural and professional options open, By e irst
vear ol operation, the Scuola, located in Greenwicl ad
grown to 1wo dozen teachers and ten dozen students. by oth
the tacubty and the student body were lalian nationals anc.. - ere

Itnian-Americans, The Talian teachers were paid by the ll‘u.k fov-
criment, .

The Ukrainian Congress Committee of America prote-ted the
inadequiate attention being paid to the study of Eastern E rope in
general and, more specitically, the defeetive curriculum mat- sials on
the USSIL The UCCA correctly pointed out that while iv s s true
that Western FEurope had pld\((l a major role in Amer past.
Eastern Edrope and the USSR were plaving important rofes in the
mation’s present and could very well play Key roles in the determina-
tion ol its hture. Concurrent with the group's request for amodified
sovial studies, world history. and multicultural currieuhum, was a
tormal re quest to the New Jersev Department of Edueation for State
acereditation ol Saturds Wose hools designed to compensate for those
arcas seen licking in the public schools. " Although acereditation of
the Saturday schools was not approved. an attempt was being made
in the carly cighties to offer their students school eredit through
Thonuis Edison College, @ New Jersey college (without a campus)
which vranted academic credits for nontraditional learning ex:
periences,

There were more than fifteen French schools in the United
States, Five were loeated in the San Francisco area. one was in
Detroit: all followed Freneh programs determined by the French
Ministny of Education. Many had bilingual curricuka, and produced
voungsters who were bilingual-bicultural and who could continue
their studies in cither nguage or either country, In addition. there
were several Hispanic institutions of higher education, including De
Hostos Community College, Boricua College, and the Hispanie Uni-
versity,

[t would be unrealistic to pretend that all lingustic and ethnic
minorities wished to retain their anguage, family name, or other
neitestations of their national origin or ethnicity, Some, in faet,
spurned their ethnic and cultural identity —tor a variety of reasons,
Il is no sceret that in the midst of both affirmative action and
descercgation ctlorts by the Federal government, many Hispanics
spurned the classification of “minority”—or even “Hispanic.”

One such example was the case of Jorge Ribas, a Department
of Defense enplovee, who felt insulted by the Federal policy that
arbitrarile abeled him Hispanic, Claiming that his ethnicity had
nothing to dowith his abiline to det a job, Mr. Ribas requested to
he recliassitiod as White, in denving his request, the’ Office of Person-
nel Manacement tormerly, the Civil Rights Commission) insisted

L1195



O

ERIC

Aruitoxt provided by Eic:

190 Dicgo Castellanos

that members of minority groups had no cheice but to be identified
as “minority” e their Federal personnel files.

Yet it would be rather simplistic to divide the population of the
United States into two distinet groups: one valuing pluratism and
regarding bilingualism as an asset: the other pereeiving bi-
Hugualisim as a threat to national hannony and rejecting its own
cultural herttage as a liabilitv, It is probably more accurate to sav
that the bulk of American society was conspicuously apathetic
toward all foreign langnages and toward any deviation from the
deminant cutture.

Educators were not wholly to blame for their students” lack of
interest in loreign languages: part of the onus for Americans’ neglect
of linguages lav at the door of business and government for failing
to use trained linguists and set high enough standards for their
emplovees, Trained linguists could not find jobs in the U.S. because

business and government emplovers apparently  discounted the

value of their training, Even many foreign correspondents for major
news services did not know the language of the country they were
covering, Only two thirds of the 1222 “language-designated™ po-
sitions in the US, State Department were adequately filled. The
Dieiense Department estimated only 314 of 488.000 employees sta-
ticned overseas had command of the language of the country in
which they were serving, Although most foreign service officials in
Iran during the Lite seventies spoke the native Farsi. many military
and economic personnel did not know the language. Only nine of
the sixty Americans in the US. embassy in fran knew Persian. This
lack of langnage skills kept the American diplomatic corps from
knowing what was going on when the Iranians were taking Ameri-
can hostages in November 1979,

Respornding to the Commission’s recommendations. the US.
House of Representatives in 1980 called on schools. colleges, and
nniversities 1o strengthen foreign language studies, The resolution
stated it was the sense of Congress that foreign language studies
needed 1o be improved through “appropriate actions”™ such as the
establishment of foreign language study requirements for entrance
16 and graduation from colleges, more forcign language programs
in sceondany schools, and greater emphasis on the teaching of
foreion languages and cultures 1o elementary sehool children,

Researchers were also finding that the language decline may
have been leveling oft and that an upward trend was likely in the
carb: cighties. They had discovered that, in retrospect, most people
had a sense of regret—often bordering on apology—{or not having
Jearned another language. More than half of the respondents wished
they could speak a sceond language.

o More than three-quarters believed that foreign languages should
be offerec in elementany schools, but forty percent believed that
study of o toreign language should be required at the elementary
" level,

~e More than 93 percent thought lll it foreign l(nu_,ua;_,(s should be
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offered in the junior and senior high schools. Approximately 47
pereent felt that learning a foreign language should be required
in junior or senior high scheols.

¢ Of parents whose children were sixteen or younger. 81 percent
said they had encouraged their children to study a second
language and 73 percent expected their children to have an op-
portunity to use a foreign language outside the classroom.

e About -5 pereent said they would like to study a foreign language
in the future. ‘

e More Americans—seventeen percent of the total—were familiar
with Spanish than with any other foreign language. Other per-
centages were: French, thirteen percent: German, eleven percent;
Latin, four percent: and Italian. three pereent.

LINGUISTIC CHAUVINISM

The single-language mind-set permeating the United States
citizeny had been seldom viewed as a problem: monolingualism was
simply an American way of life. It was not that Americans could not
learn and nse other languages: it was that they felt they did not need
to do so. Not only were most Americans adamant about learning
other languages, many even took offense at having foreign languages
spoken in their presence or in their domains: homes. schools. places
of emploviment. and other institutions—even the military.

An emplovee who was forbidden from speaking Spamsh on the
job sought eourt protection for what he considered to be a violation
of Title VIl of the Civil Rights Act. The Fifth Circuit Court of Appeals,
while noting that the English-only rule was arbitrary ard not related
to a genuine business need. also noted that there were no regu-
ations dealing with these type of rules by employers. It held that
the plaintifl (who spoke English and Spanish) failed to prove that
Spanish was his primary language, and therefore had not been the
subject of diserimination on the basis of national origin. The Ap-
peals Court concluded. "Neither the statute nor common under-
standing equates national origin with the language that one
chooses 1o speak.” But the court was also careful to limit the extent
of its holding

Onr opinion does not impress a judicial imprimatur on all

emploviment rules that require an emplove to use or forbid him
from using a kingnage spoken by him at home or by his forebears.
We hold only that an employer's mile forbidding a bilingual em-
plovee 1o speak anything but English in public areas while on the
job 1s not diserimination based on national origin as applied to
person who is fully capable of speaking English and chooses not
to do so in deliberate disregard of his employer's rule.*"

This decision prompted the Equal Employment Opportunity
Commissien o revise its guidelines pertaining to national origin
discrimination. The amendments clarified the rights of bilingual
persons to speak a language other than English at their workplace,
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aned barred ionassment—such as ethnie shis—on the job.

Essentialhv the EEOC held that requiring emplovees o speak
only Enelish on the job would be considered diseriminatory unless
the cplover could justifv the rule as g business necessity, in which
case these circumstanees and the consequenees for violation of the
rule would have to be explained to the employvees. The C0C noted
that it was ot uncomnmon for persons who spoke more thain one
Lmguage to inadvertently slip into their native tongue—arn often
inalicnable characteristic (as race) from which an indivicual could
not be separated. '

Other places of emplovinent with English-only rules included
some units in the Arned Forees. Lt Col, William Landgraf, com-
mander of the First Battalion of the Fourth Infantry—stationed in
West Germnany —forbade Hispanice soldiers from speaking Spanish
to cach other while on dutv 5 Reaeting to news of Col. Landgraf's
order, Dr. Fugene Marin, a civilian Federal emiplovee in Wasnington,
reminded Landgral that fifteen pereent of all US. Congressional
Mectal of THonor winners had been Hispanies, and asked rhetorically
it anvone knew whether they had uttered their last prayers in
Spanish or English as they gave their lives in the ultimate saerifice
for their country,

Events ocenrring during the hostage erisis that began in 1979
in Iran placed the English-only issue in a rather sober perspeetive,
After Marine Sgt. Jimmy Lopez had courageously helped fifteen
other Americans escape from the embassy, it was discovered that
he had written on his jait wall--in Spanish—Viva la Roja. Blanca,
1y Azul (Long Live the Red. White and Blue),

Negative linguistic attitudes in the United States were not
limited 1o foreign kinguages. They were held also against certain
variants of standard English. For reasons that could only be at-
rributed 1o notions of pedigree, northern aceents were not only
accepted bt admired. Many considered a New England accent, for
example, to have s Continental ring, a sotnd close to the King's
English, a sign of intellect. Southern dialects, on the other hanc,
were often deseribed in contemptious terms, “Blick English™ was
ustally regarded as a sign of complete illiteracy—and totally unac-
ceplable.

“BLACK ENGLISH"

t 1079 1S, District Judee Charles Joiner ordered the Ann
Arbor, MI school district to develop a one-yvear plan for raining
teachers in the Martin Luther King Elementary School 1o teach
Stndard Enelish to children who spoke Black English. The judge
tormed that eleven children who spoke Black English may Itave been
denied an equal educational opportunity beeause the dialeet usced
by Blacks in their homes and conmunity would be o barrier 10
fearnine standard English unless students were given special help.
Ruline on o sait filed in 1977, Judge Joiner relicd on the Equal
Fducational Opportunities Act of 197-L which prohibited the denial
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of equal educational opportunities on account of race and “the
failure by an educational agencey to take appropriate action to over-
come language barriers that impede equal participation by its stu-
dents in its instnuctional programs.” In issuing his decision, Joiner
said:

The language of Black English las been shown 1o be a dis-
tinet. definable version of English, different from the standard Eng-
lish o1 the school and the general world of commumications, it has
definite langaa, ¢ patterns, syntax, granunar and history, The plain-
Hit children do speak at home and in their local communite a
Lingiage that is not itself a language barrier. It is not a barrier to
understanding in the classroom. It becomes a language barrier
when teachers do not take it into account in teaching standard
English.

This case is not aneffort on the part of the plaintifts to require
that they be taught Black English or that their instruction
throughout their schooling be in Black English, or that a dual
Lnguage progriun be provided .0 It is a straightforward effort 1o
require the court to intervene on the children’s behalt” to require
the detendant school district board to take appropriate action to
teach them to read in the standard English of the school. the
commercial world, the arts, science and professions, 7

The ability to change specch patterns in the context of a group
is sophisticated but common, Most people. especially professionals
such as physicians, lawyvers, teachers, or engineers, use jargon in
their work that they drop in social contexts. In fact. many people

-considered “eode-switching” to be a unique social skill, since most

switchers were readily able to confine themselves to one code at a
time and shift into another when circumstances required it. Some
linguists referred to this phenomenon as “diglossia.” A few people,
however. did have some problems discerning between the two codes,
a predicament that ereated such hvbrids as “Spanglish,” “Finglish,”
and “Ebonics.”

There were a number of methods available for teaching stu-
dents who spoke Black English to read standard English. One of
the most successiul methods had been the “bridge” system. It used
stories from the Black oral tradition written in the Black vernacular
anc moved gradually into standard English. thereby teaching chil-
dren to switeh from Black to standard English. The system was used

*in Chicago several vears ago with success—some children advanceed

two vears in reading development in one semester—but it was aban-
doned after erities charged the schools were teaching Black English.

There was also thought of using Federal bilingual education
funds to aid students who used Black English. just as they were
used for Chinese or Hispanic children. Many Civil Rights experts
felt this was justified by law, which required states to take action
to overcome whatever language barrier prevented equal educational
opportunity,

The Ann Arbor School Board reportéd a year after Judge
Joiner's order that utilizing Black English to teach standard English
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may lawve improved elementary school attendance of Black students
in the city's sciool system. While it could not be determined vet if
the program had accomplished its main purpose—improving read-
ing ability—it was obvious that a teacher’s attitude toward the use
of the children's vernacular couldd be critical in helping them build
self-esteem and motivation.
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1 9 Need For Bilingual
Instruction Increases

barricrs to academic achievement (attributing the failure in-

stead to innate lack of intelligence or inbred contempt for
schools) had become a serious equity concern, especially because
most states were mandaling compelency testing as a requirement
for high school graduation. Early in 1979 the Executive Committee
of TESOL (Teachers of English to Speakers of Other Languages)
approv cd o "Statement of Statewide Programs of Competency Test-
ing” which was developed by TESOL's Committee on Sociopolitical
Concerns of Minority Groups. Recognizing that two-thirds of the
states had mandated programs of competency testing in the bablC
skills, the Committee stressed the following points:

Tl IE REFUSAL of many school systems to recognize legitimate

Translating existing tests from one language to another does not
result in a refiable instrument.

¢ Tests developed for or normed on native speakers of a language
are not valid or reliable indicators of the language, knowledge. or
skills of a person who is not a native speaker of that language.

* Tests of proficiency in the modern foreign languages designed for
English-speaking students in the U.S. are scaled inappropriately
to measure the talents and knowledge of students who are native
speakers of those languages.

A similar statement, approved at the Seventh International
Conference of the National Association for Bilingual Education
(NABE). concluded that, “"because most widely-used tests are stan-
dardized on native (English) speakers, it is mappropnale to use
these tests with non-native (English) speakers.”

In the Florida case of Debra P.v. Turlington. a U.S. district judge

- ruled in 1979 that the Florida education department could not make

a statewide functional literacy test a requirement for high school
graduation for the following four years, until all students who had
expe rienced segregated education in early grades had graduated
from high school. In a 54-page ruling on the first Federal court
challenge to competency testing, trial Judge George Carr held that
while the Florida test was not racially or culturally discriminatory
in and of itself. minority students showed a disproportionately high
failure rate because they had attended segregated schools during
their first three years of education. Florida's chief school officer
Ralph Turlington pointed out that Judge Carr's rulixg{. intended to
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help students who suffered discrimination in Florida schools, raised
questions concerning the treatment of students who attended segre-
gated schools in another state or suffered some other disadvantage
not attributable to Florida practices. He asked whether the next
wave of neweomers to Florida—Vietnamese, Cambodian, Cuban. and
laitian students—were to be exempted from the requiremerit (that
they carn their high school diplomas by demonstrating minimum
skills).H s

HAITIANS AND OTHER “BOAT PEOPLE”

1aitian refugees had been seeking asylum in the United States
as long as Cubans, In the twenty yvears between the early sixties and
the carly cighties, some forty thousand Haitians had flocked to the
shores of South Florida flecing from the repressive Duvalier re-
gime—most of them illegally. The surge of emigration toward the
United States accelerated in 1978 when the Bahamas, long a magnet
for Haitians. decided to expel all who had entered illegally. However.
the official policy of the United States held that Haitians were leav-
ing their homeland because of the devastating conditions of poverty
plaguing their country—and not to escape. death, torture, or per-
secutiort. In addition, U.S. authorities insistec these exiles were
flecing a pro-American government and their applications for
asylum were “frivolous.” In fact, the U.S. Coast Guard took to inter-
cepting boats at sea and, in 1978. the Immigration and Natural-
ization Service (INS) established a program to expedite wholesale
deportation of Haitian rationals (sometimes after mass. closed-door
hearings from which even lawyers and the press were barred). While
Red Cross and American Embassy officials were meeting deported
[aitians at the airport in Haiti to deter official reprisals against

them. most Haitians found this a imeaningless gesture because re-

taliation seldom began immediately upon their return. The Haitian
government. they said, would usually wait a few days before picking
up returnees and abusing them.

The admission criteria were different for clearly political refu-
gees from Cuba, the Soviet Union, and Indochina who were escaping
from Communist regimes. Thus. in 1979. the number of In-
dochinese refugee children living in the United States increased 66
pereent, bringing the national total to nearly 100.,000. Sharp in-
creases reported in the last half of 1979 were the result of President
Carter's announcement that the U.S. would double its monthly ad-
mission of Indochinese refugees from seven to fourteen thousand.

School districts throughout the United States--especially in
port cities—geared up to help these children. San Francisco. for
example. established a series of transitional programs—the New-
comers Center in the Pacific Heights district. for one—to serve up-
rooted youngsters who were arriving at the rate of a dozen or so
cach day from places such as Burma, Iran, and Laos.

More than sixty percent of Indochinese refugee children were
cligible for Federal aid under the Indochinese Refugee Children
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Assistance Actof 1976, but it had not been funded for the preceding
two vears. However, an emergency Senate appropriation of $18
million was approved to assist these children in Fiscal 1980.

Experience with refugee children had indicated that (1) the lack
of proficiency in English was their greatest barrier to a successful
transition into the mainstream of American life: (2 their special
educational needs lessened over time: and (3) older children (in
sccondary schools) seemed to require longer, more intensive train-
ing to become proficient in English than vounger children (in
clementary schools). This experience led to promulgation of the
Transition Program for Refugee Children® under the authority of
the Refugee Act of 198051

The program provided assistance—primarily in the form of
English tanguage instruction—to help refugee children make the
transition into American society. Noneompetitive formula grants,
based on the number of eligible childien. were available (o states
that met the requirements of the Refugee Resettiement Program.s:
Subgrants could be used for bilingual education.

However, an unanticipated wave of refugees from the Mariel
Bay area in Cuba swept upon the shores of southern Florida in 1980
after President Carter. pledging that the U.S. would “provide an open
heart and open anns.” offered a haven to the thousands of people
seeiing to leave an unbearable situation. The ensuing “freedom
flotillas * brought 118000 Cubans {13.000 of school age) to the
United States between April and July 1980—after the 1980 Census
had been completed.

The President’s decision to permit the scalift came on top of
carlier resettlements of 350,000 Asian refugees and at a time when
Haitian boat people were arriving at the rate of one thousand per
month. At the same time of the Mariel exodus, it was estimated that
forty thousand faitians had navigated the seven hundred miles
separating their country from the US. and pleaded for asylum
here—although fewer Haitians were of school age. The combined
post-census Cuban ‘Haitian influx brought nearly 16,500 children
to Florida between April and September 1980. 1 was widely rumored
that onc-fourth of the Cuban entrants were convicted criminals.
mental patients. and societal misfits included by Fidel Castro as part
of au plov 1o relieve overerowded jails, hospitals, and other penal and
rehabilitation institutions on the island (not unlike what England
had done during the eighteenth centuny).

Most of these entrants went straight to comps or detention
centers, the best-known of which was the Krome Avenue North
Detention Center just outside Miami. Not only was the uncertainty
about their future delaving the education of these children., but the
cultural discontinuity. added to overerowded conditions at the de-
tention centers. had to undoubtedly inflict serious psychological
camage upon most of these youngsiers. Conditions in these camps
prompted the Inter-American Commission on Human Rights (a
component of the Organization of American States) o examine
camps in Florida and Puerto Rico for possible violations of human
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rights —the first time the Commission felt the need to eonduct such
an investigation in American territory. Yet. as hard as conditions
may have been in the detention centers, the situation was much-
worse for the Haitians who were being deported by the INS, a prac-
tice consistently questioned by some Americans: for no similar pro-
eram had ever been wstablished for any other group of ex-
iles—including the Cubans. '

Plaintiffs representing e cause of five thousand Haitians filed
a suit charging violation of due process and large scale diserimina-
tion bascd upon national origin. Testimony presented in the case.
and aceepted by the court, depicted a stark. brutal. and bloody
picture of life in Haiti. Haitians claimed that. if deported. they would
faee arrest, torture and. possibly, death. Even if not arrested. they
saic, they wonld be subjected to nightly harassment by the Tonton
Macoutes he government's security foree) and other inhuman
abuse. Although it had been rumored that Duvalier had disbanded
the Tonton Macoutes in 1977, Haitian exiles alleged that the dic-
cator had simply changed the name of the notorious guard to Volui-
teers for National Security. Its tacties had been somewhat tempered
by international denouneements but its sinister goals remained
unaltered.

The ruling of the U.S. District Court for the Southern District
of Florida, in Haitian Refugee Center v. Civiletti. was not only a
victory for thousands of Tlaitian refugees. but it also constituted a
serions indictment of the political corruption in Haiti as well as a
censtre on U.S, immigration and foreign policies. In June 1980 u.Ss.
District Judge James King ordered the INS to cease its arbitrary
repeal of Taitian refugees and to reprocess in a lawful manner all
asvhim claims of the individuals represented in the suit. The judge
also apreed that the Haitian exodus was politically-induced because.
he reasoned, Haiti's poverty was a function of that country’s political
svstem, for it was the result of Duvalier's efforts (o maintain power.
Judege King found that the INS policy of stmmarily denying refuge
(o Haitians regardless ol merit was “offensive o every notion-of
constititional due process and equal protection”™ and that it demon-
stratect o profound ignorance—if not international disregard—of
the conditions in Haiti, " It called into question the morality of U.S.
qid to aiti. which Taitian exiles said helped to keep a corrupt
goverpunent in power. ™ The ruling also concluded that the under-
lving reason for their discriminatory treatment may have Hbeen the
fact that the plaintiffs were part of the first substantial influx of
Black refugees from a repressive regime.

By October 1980 more than 120000 Cuban and thirteen
thousand Haitian entrants had been processed and released from
caunps or deténtion centers. Dade County absorbed  eighteen
(housand refugee students during the 1980-81 school year. Most of
them were from Cuba and 1aiti: others were from Nicaragua. In-
dochina, Russia, and other non-English-speaking countrices. Few of
(he refugee students were proficient in English. Secondary migra-
tions were expected as changing Federal policy induced recent en
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trants to leave states with low -fevel general income assistance pro-
grams, such as Florida, and spread out to other states. Although
three-fonrrths of the expatriates remained in Florida, the second
largest group—more than eight thousand—resettled in New Jersey.

The vast majority of these new Caribbean entrants—both
Cubans and Haitians—were not consicdered “refugees™ because they
had not followed formal procedures seeking asylum. They had sim-
ply escaped and landed here unexpeetedly or, in most cases. had
heen picked up by the US. Coast Guard and taken into custody.
Because ol the illegal™ circumstances of their arrival.  they
were—under existing policies—ineligible for assistance from the
Refugee Act. Insteack the United States granted a six-month “parole”
period during which the Cubans and Haitians had to apply for
asvium or refugee status,

The US. Department of Edcation felt that amending the Refu-
gee Act to define alt entering Cubans and 1aitians as refugees would
result in unfair, incequitable  treatment for the hundreds of
thonsands of Soviet and Eastern European people awaiting family
revnification. The administration opted for drafting separate legis-
Lition to provide aid to the Caribbean immigrants while preserving
the intent ol the Refugee Act. The Refugee Education Assistance Act
ol TOSO, " aformuda grant program signed by President Carter near
the end of the vear, wiis intended to help other Cubans and Haitians
who were not eligible for refugee aid. The President also issued an
exceutive order instructing the Census Bureau to provide refugee
population estimates to Federal agencies responsible for the dis-

Jribution of formuls grants,

CHILDREN OF ILLEGAL ALIENS

The question of whether the entrants were labeled e ugees™
or not onlv determined the cligibilite of educational age cies to
receive govertunental assistance with the expenses of concating
these newcomers, It had ittle to do, it turned out, with the
responsibilities ol itnpacted LEAs for educating these alien children,
The nation's courts, in fact, were affirming the rights of even un-
documented entrants 1o o tree education in the United States,

Although the 1978 lower court victory in the Doe case had
applicd onlv to “yler, 'TXD o Touston Federal distriet judge in
mid- 1980 fonmd o similar Fourteenth Amendment right for the
children in seventeen consotidated lawsuits entitled fre Res Alien
Chilclren Pducation Litigation, In that ruling, U.S, District Judge
Waoodrow Scals for the Southern District of Texas said the Four
teenth Amendment equal protection clause gnaranteed aceess (o
cducation to all "persons” because it is a fundamental Constitu-
tional righe. He ordered an injunctiorr against implementation of the
Texas school haw,

Texas innnediatel appealed to the Fifth Cireuit, eiting financial
harmn, The State estimated more tharr 100.000 new pupils would
hawve to be educated free. Attorneys for the children said the estimate
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was exagperated. suggesting it should have been closer to twenty
thousand—a little over half of one pereent.

Various studies reported that most undocumented workers
were childless. A private study of apprehended aliens found that
fewer than four percent of them had children in U.S. schools while
seven percent of all visa abusers had children enrolled.?s% (Most
attempts to gather data for this population were severely hampered
by its underground and secretive nature—understandably.)

The State of Texas argued that educational officials were in a
better position to count these children than well-meaning outsiders
who did not have access to school records and were not involved
in the day-to-day operation of the schools. In any ecvent, at the
petition of the State. the District Court's injunction was blocked by
a three-judge circuit pancl. pending the outcome of the appeal. How-
ever. U.S. Supreme Court Justice Lewis Powell vacated the stay,
concluding that "the balance of harm weighs heavily on the side of
the children.” Powell did invite local school systems with large
numbers of alien children or “exceptionally limited resources™ to
seek stays of the education mandate. but later denied a stay sought
by the Brownsville schools. The Fifth Circuit was asked to con-
solicate Plyler for reargument with the seventeen It Re: Alien Chil-
dren cases that awaited litigation at that appeals court.

The appeal papers turned to a theme repeated in court decisions
on illegal aliens: that equal protection of resident aliens was quite
a different matter when applied to those illegally entering the coun-
trv. The Texas challenigers contended “case after case stands for the
proposition that the lawful entry requirement in the immigration
area is necessary if any rights other than due process are to apply.”
The briefl invoked a series of High Court rulings that had established
nonresident aliens had no constitutional right to enter the country.
The challengers also pointed to a 1975 Second U.S. Circuit Court
of Appeals ruling which said giving illegal aliens rights (due to their
unlawful presence) greater than those they would have had if they
had not come to this country, would be the worst sort of bootstrap-
ping and would encourage aliens to enter this country surreptitious-
Iv. I they were here unlawtully. they were not constitutionally enti-
tledt to be here. let alone be educated at public expense, said the joint
appeal.

Also. their court papers argned, the Fourteenth Amendment
forbade states from denving equal protection to "any person within
its jurisdiction,” but illegal alicns (who werc subjeet to Federal immi-
pration supervision and regulations) were not within the jurisdic-
Lon ol states since it would have been a violation of the Constitu-
tion's supremacy clause if the State had begun deporting illegal
aliens.

“The State of Texas, an intervenor in the case, had joined the
Tyler school system in arguing it would save money. allow more
spending for legal aliens, help prevent the spread of disease. dis-
courage illegal immigration, and avoid State spending on aliens who
would be deported anyway. State authorities found it incom-
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prehensible that the Federal government eould deny social security,
wellare benefirs, and other Innman services to illegal aliens, for exam-
ple. but Texas had to educate their children for free. In contrast. the
Fitth Circuit said that the very extension of due process rights to
illegal aliens by courts since the nineteenth century indicated that
the companion equal protection elause also was meant to cover
them.

The Cirenit Court, in fact, broke new legal ground by holding
undocimented alien children had the right to attend public schools
in Texas. The Fifth Circuit did agree that illegal aliens were not
entitled to public education as a fundamental constitutional right
hecause the US. Supreme Court hadt held education was not a basic
right in its 1973 decision in San Antonio Independent School Dis-
trict v. Rodnguez, But a footnote in that decision had left open the
question whether an "absolute deprivation™ of schooling would be
unconstitutional.

The three-member appeals nanel unanimously ruled that alien
children had » Fourteenth Amendment equal protection right to free
schooling regardless of their immi gration status. Judge Frank John-
son wrote for the nnanimous court, “We think that aliens illegally
within this country are clearly persons within the simple language
of the Fourteenth Amendment that no person can be denied equal
protection ander state or federal law.” (Emphasis added.)

Not only were aliens who brought their children a small portion
of ittegal alien inmmigrants, Judge Johnson pointed out. but tke State
hid “declined to ... prohibit employers from hiring illegal aliens,”
a measure that would most likely have reduced illegal immigration.
The refusal to ban illegal alien employment “casts serious doubts
on its exclusionary motive.”

The LS. Department of Justice had acted as a friend of the
court in Plyler. and a plaintiff intervenor in the In Re case. In the
amicus briet to the Fifth U.S. Circuit Court of Appeals in Plyler. the
Department of Justice said the State’s law “takes one of the most
legallv suspeet routes possible. It penalizes children, depriving them
of a criticatly important social benefit.” And the Department told the
Fifth Circuit in the In Re case that its Plyler ruling (that the Texas
law violated the Fourteenth Amendment) should be extended state-
wide. The Fifth Circuit did just that by becoming the first appeals
court to accord such a constitutional protection to alien children.
affirming the September 1978 Federal district court ruling for the
children in Doe v Plyler.

Another case  involving  a US. citizen born  of illegal
aliens—-bearing serious implications for this issue—was decided by
another court. In June 1980 the Ninth Circuit Court ordered the
Iimmigration and Naturalization Service to re-examine its decision
to deport a couple who claimed their children’s right to an education
entitled the family to stay in the United States. The two children
had been born to Jong a Wang and Kyung Hwa Wang after the
Wangs came to the US. in 1970 on a six-month visa.

Under the Immigration and Nalumlizal\ion Act of 1952. the
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Attorney General had the authority to suspend deportation of appli-
cants who had beencin the ULS, for seven years, possessed good moral
character, and whose deportation would cause extreme hardships
to the alicns or their immediate family. The court noted the Wang
children were both U.S. eitizens who had spent their entire lives in
this country and did not speak Korean,

INS and a dissenting judge, however, urged overthrow of the
decision fearing that by using the court’s opinion as a blueprint,
any lorejen visitors who had “fertility, money, and the ability to stay
out ol trouble with police for seven years' “could change their status
from that of tourists or students to permanent residents without
the inconvenicnce of innnigration quotas7 The decision was re-
versed the tollowing vear. incidentally. because the Wangs failed o
produce sutficient evidenee of potential harm amounting to extreme
hardship.

OTHER NEEDY LANGUAGE MINORITIES

The rate of Pacitic immigration to the US. had tripled in ten
vears. Whereas only thirteen pereent of the immigrants coming to
the Tnited States during the 1960s were Asian, 35 pereent of all
imumigration to this country was coming from Asia during the
ceventies, California lad the highest Asian population in the United
States,

The 1980 Censtis reported more than three and a hatf million
Asians and Pacific Iskinders in the United States, Nearly 36 pereent
of them tved in California. Another 17 pereent lived in Hawaii. Other
~tates with significant Asian/Pacific Islander populations included:

New York 311000 Virginia 66000
Itlinois 160.000 Pennsylvania 6-1.000
Texas 120.000 Marviand 61,000
New Lersey 104,000 Florida 57.000
Washindton 10:3.000 Michigan 57.004).

The remaining 38 states and the Distriet of Columbia had
fewer tHan 50.000 cach. The smallest concentration—1-H00—was in

Vermont. San Francisco was 22 pereent Asian, San Jos¢ was 8.

percent, Los Angeles 7 pereent. and San Dicgo 6 pereent. New York
and Boston were 3 pereent cach, and Chicago and l[()usr()n were
2 pereent each.

These 1980 lindings were not comparable with the 1970
Census count for many reasons, including faulty census tee hmqucs
as well as the fact that Asian Indians had been classified as "White”
m 1970, According to the 1980 Census, there were 1.4 million
Amcrican Indinns, Eskimos—or Inuit (The People). as they prefer to
call themscelves—and Aleuts in the US. Demographers did not be-
lieve this figure meant that the Indian population had doubled since
1970, when 600,000 were reported living in the US. Rather, they
supgested part of the 111(1(2&@ 31(1 resulted from improvements in
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census-taking techniguires and more wiliingness on the part of re-
spondents to identily as Indians,

California had the largest number, more than 200,000: Okla-
homa was next. with nearly 170.000: Arizona had more than
150.000:; and New Mexico was home to more than 100,000. Two-
thirds oi the American Indians, Eskimos, and Aleuts lived in ten
states. Besides the tour just mentioned, the others with more than
40,000 were North Carolina. Alaska, Washington, South Dakota,
Texas, and Michigan., The Bureau of Indian Affairs was operating
some two hundred celementary and scecondary schools for Indian
children and partially supporting schools run by tribes as well as
publie schools servicing Indian youngsters.,

Early in the 1980-81 school year, nine schools serving Crow
Incdian children in Montana participated in a survey designed te tell
educators more about Indian parents’ wishes for their children's
education and especially to find out how parents felt about bilingual
education. More than 92 pereent ol the parents said they wanted
their children to be able to speak fluent English on completion of
school. but 6.4 percent said they wanted their children to be able
to speak fluent Crow. Nearly 17 percent indicated they would like
their ehildren to be able to read and write Crow, whereas 12 pereent
felt reading and writing Crow was not something they wanted their
children to learn during school. Asked straight out, 56 percent said
they liked hilingual education because it allowed their children to
feel proud to be Indian and because their children would benefit
from classroom instruction in their native language until such time
as thiey had become proficient in English. However, 17 pereent said
they were not in favor of bilingual education because they wanted
their children to become proficient in English and they feared the
children would become mentallyv contused if the two languages were
mixed in the classroon.

A 1977 report ol the American Indian Policy Review Com-
missiorn indicated that "atotal of 289 tribes and bands lived on 269
‘Federally recognized’ reservations or otherwise defined "trust areas’
in 26 states.™ ™ Many of these tribes had constitutions with bilt of
richts provisions patterned after the Federal model. Of importance
to isstes of Indian vernaculars is that there were approximately 206
different imguages and dialeets still spoken in 1981 among these
Native peoples. Chafe gave a sense of language utilization when he
estitnated that 49 of these lingiages had fewer than-ten speakers
aged ity or over while six hacd more than ten thousand speakers
in all generations representing language fluency. Navajo had the
most speakers, with well over 100,000, Flueney in the remaining 152
languages fell somewhere between the two extremes. s However, in
a statement submitted by the National Indian Education Associa-
tion, the National Congress ol American Indians Education Commit-
teeand the National Tribal Chairmnen’s Association Education Com-
ponents, it was stated that Indian children spoke approximately 252

languages. 21 13
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At a time when the national life expectancy was seventy years,
the longevity of ndians averaged 55 years. (The Indian suicide rate
was twice the national rate). This. coupled with a high birth rate,
had resulted in more than half the Native American population
heing seventeen years or younger, in spite of a high infant mortality
rate. Their sehiool dropout rate was the highest in the nation. Only
nine pereent of all American Indians had completed high school.
And of every five Indians. two were unemployed and one was working
in temporary or scasonal jobs. _

In addition to the 1.3 million pure Amerindians reported by
the Census. nearly six million residents of the U.S.—both White and
Black—claimed partial Indian lineage. With the ethnic awareness
that evolved from the pluralist movement. in fact, no fewer than 134
backgronnds were cited inanswerto a 1980 Census question about
ancestry.

50 million* English 13 million French
49 million German 12 million Italian
40 million** Irish 10 million . Scottish
21 million African 8 million Polish

*More than the 1980 population of England.
“«Ouinuumbered the 1980 population of Ireland 12 10 1.

The national origin composition of the Hispanic population in
the United States Mainland throughout the seventies Was more or
less 59 pereent Mexican-American. 15 percent Puerto Rican. 6 per-
cent Cuban, and 7 pereent Central and South American. The re-
maining 13 pereent consisted of Hispanics from other places. Dur-
ing that decade. the Mainiand Hispanic population increased sixty
pereent to 14.6 million persons. according to the 1980 Census. An
analysis of the population trends showed that the states of Cali-
{ornia and Texas contained more than half of the Hispanic popu-
Lation in the United States: 30 and 22 percent, respectively, of the
nation's Hispanics. In {act, more than three-fourths of all US. His-
panics were living ina half dozen states: California. Texas, New York.
Floricda. Mlinois, and New Jersey. Better than nine of every ten His-
panics in the US. were concentrated in fifteen states. New Mexico
was the most identifiably Hispanic state because better than a third.
of its total population was Iispanic. Texas and California had the
second and third highest proportions. respectively: the population
of each of these two states was one-fifth Hispanic.

California had four and a half million Hispanics. by far the
largest number of any state. Texas had three million. New York had
1.7 million. A dozen other states had Hispanic populations of
100.000 or more. These were:

Florida 858.000 Michigan 162.000
llinois 636.000 Pennsylvania 154.000
New Jersey 192.000 Massachusetts 141,000
New Mexico 476.000 Connecticut 124.000
Arizona 411,000 Washington 120.000
Colorado 339.000 Ohio 120.000
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Fvery state hud at least 3,000 Dlispanics, but forty states re-
ported significant Hispanic populations. The largest concentration
of Hispanic-Americans outside of Puerto Rico was 1.4 million in New
York City—most of whom were Puerto Rican. Los Angeles had the
second largest Hispanic population with 816.000—mostly Mexican-
American. Nearly 61 percent of the the 422.000 Latinos in Chicago
were Mexican-American, 27 pereent were Puerto Rican, and 3 per-
cent were Cuban. The ten next largest Hispanic populations were
in:

San Antonio 422,000 San Diecgo 131.000
Houston 281.000 Phoenix 116.000
121 Paso 266.000 Albuquerque 112.000
Miami 19-1.000 Dallas 111.000
San Jose 1-41.000 Corpus Christi 108.000

The population of Starr County. TX (on the Mexican border)
was 97 percent Hispanic,

Satne 25 LS, eities had Hispanice populations of fifty thousand
or more. In many cases, Hispanics constituted the majority popu-
lation in their cities. ElI Paso and San Antonio were 62 and 54
percent Hispanice, respectively. Los Angeles and San José were 27
and 22 percent Hispanic, respectively. New York was 20 percent.
Denver was 19 percent. and Houston was 18 pereent. San Diego and
IPhioenix were 15 percent each. Chicago was 14 percent. and San
Franecisco and Dallas were 12 pereent cach. These proportions were.,
of course, reflected also in the public school enrollments. In New
Jersey, for example. the public school population of the Union City-
West New York area was 82 percent Hispanic (mostly Cuban):
lHoboken's publie school enroliment was 70 percent Hispanic (most-
Iy Puerto Rican): Perth Amboy was 71 percent Hispanic: and Passaic
was 53 percent. Large enrollments of Latino students were also
found in Denver. Tueson, Hartford. and Newark.

That Hispanices were still at the bottom of the educational lad-
der was statistically obvious, Whereas three pereent of the US. popu-
lation was considered to be functionally illiterate (had less than five
vears of schooling). 24 pereent of all Mexican-Americans and Puerto
Ricans were in this category.

The lirst major study of the educational status of Hispanic
students was released in May 1980 by the National Center lor
Education Statistics. It confirmed again that Hispanic students in
the U.S. Mainkind were more likely to be enrolled below grade level,
score lower on standardized tests, and drop out of school sooner
than their White Anglo counterparts. NCES reported. that ten per-
cent of the eight to thirteen-vear-old Hispanices and 25 percent of
fourtcen to twenty-vear-olds were enrolled below grade level. a
phenomenon correlated with such factors as low income. both
parents emploved. large family size. limited English proficiency, and
diserimination—all of which tended to affect Hispanic students
more than White Anglophones. 69, 2 1 ~
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I regard o achievement levels, the study examined the 1977
National Assessment of Education and Progress, which showed His-
panic students seriously trailing the national average in all in-
vestigated areas, The best showing was seven pereentage points
below the national average for seventeen-year-old Hispanies jn ca-
reer occupation and development. The poorest showing was in
aathematics where seventeen-year-olds were fourteen pereentage
points below the national average. Although Hispanic and White
Anglophone students in this study were found in special classes for
the disabled at rates consistent with their representation in schools,
the report noted that Hispanies were underrepresented in gifted and
talented programs—presumably because sclection tests for these
progriuns were given m English. Among high school seniors, thirty
percent of the Hispanies were found to be participating in vocational
cducation  programs, compared to 23 percent for White
Anglophones.

The study also found that Hispanices aged fourteen to nineteen
were twice as likely to have dropped out of high school as White
Anglo students in the same age bracket. The attrition rate for White
Anglos was about cight pereent, compared to seventeen percent for
Hispanices !

Other dropout studies consistently found Hispanic students to
be the ones most likely to give up before graduating from high
school. Based on this sustained trend. one study predicted that for
every hundred children entering school in the United States. if they
were White Anglophones, 14 of them would not complete high
school: if they were Black Anglophones, 33 would not finish high
school: but if they were Chicano or Puerto Rican, 40 would not
graduate,

This prediction was supported by another study of voungsters
in their carly twenties which showed a 15 percent dropout rate for
English-speaking Whites, a 28 percent rate for English-speaking
Blacks. and a 38 percent dropout rate for the Spanish-speaking. And
this tinding correlated with still another study showing that one-
third of all Chicanos and stateside Puerto Ricans 25 years and older
had not completed high school.

This report was further substantiated by another study of high
school graduates aged 25 and older. It showed seven of every ten
White Anglophones had completed high school, half of those who
were Black or Cuban had, but only three of every ten Mexican-
Americans or Puerto Ricans had graduated. That this situation was
improving, however. was evident when younger and older gener-
ations ol all Hispanics were computed separately. It was found that
57 percent of the vounger group (25-29 years old) had graduated
from high school, compared to only 34 percent of the older people
(in the 15-64 age group).

" Of course, not all “dropouts” left school of their own volition.
The likelihood of being expelted from school was double for Chicanos
and Puerto Ricans than what it was for nglos. The probability of
being teft back at least a year was eight times as great for Chicanos
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as it was for Anglos. Minority groups in the sixties coined the term
“pushout” to deseribe o student who was in fact expelled.

suspended, failed. nudged. or counseled out of school—or left as a

result of unbearable situations.

The necessity for schools o "retool” to meet the special needs
ol Hispanic students was not likely to vanish bul, rather. expected
to increase. The Hispanic population was collectively younger—and
increasing more rapidly—than the national average. While the me-
dian-age in the United States throughout the seventies had been
29 years old, the median age of Mexican-Americans and Puerto
Ricans had been only 20, although Cubans had averaged 37 years
of age.

Median Age of U.S. Population in 1980

White Anglophones 30 years old
Black Anglophones 27 years old
Hispanics " 21 years old
Nalional Average 29 years old

Fourteen pereent of the Mexican-American and Puerto Rican
populations were younger than five years of age: only five percent
of the Cuban population was under five. The national average for
the U.S. was cight percent.

Percentages of U.S. Populations
Who Were of School Age in 1980

+3% ol the White Anglophones
52% ol the Black Anglophones
57% of the Hispanics

Ten pereent of the US. population was older than 65 years of
age. The same pereentage applied to the Cuban population'if com-
puted separately, but only four pereent of all Hispanics (collectively)
were older than 65.

The US. population. as a whole, was growing at a rate of 0.9
pereent cach year. Computed separately, however, Blacks were in-
creasing at a rate of 1.3 percent and Hispanics at 2.5 percent per
vear. At that rate of growth, it was estimated that the White
Anglophone  population  would double in 50 vears, Black
Anglophones in 37 years, but Hispanics in only 25 years.

According to the National Center for Health Statistics in Wash-
ington. Hispanics were averaging 107 births per thousand women
of child-bearing age (18-44 years old). The average for non-Hispanics
was 67/1.000. The Hispanic rate was sixty percent higher than that
of other Americans.

Not all the Hispanic population increase in the United States
was due to high fertility: a good part of it was still caused by continu-
ous immigration patterns. such as migration from outlying U.S.
territories, refugee influx, illegal entries, and other kinds of demo-
graphic growth resulting from people moving about in search of
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frecdom. cconomic opportunities, or appropriate environment. Not
evervone who eame to the United States Mainland stayed, of course.
Somne remigrated. either back to their homelands or to another
place, for avariety of reasons. Nearly 60.000 of these remigrants were
reported having significant adjustment problems in Puerto Rican
public schools in 1980. And. of course, many of them were expeeted
to return to the States, either temporarily or permanently, as migra-
tion from the island was increasing again,

Demographic data in the carly cighties showed that the United
States was the fifth largest Spanish-speaking country in the world
(after Mexico, Spain. Argentina. and Colombia).®?2 Hispanic civic
leaders insisted that, despite all the public awareness campaigns
and intensive efforts to insure an accurate count of Hispanics, the
1.1.6 million figure reported by the 1980 U.S. Census as the nation's
Hispanic population still reflected an incomplete count—short by at
least one and a half million. Indeed. many Hispanics admitted to
cach other that they had not returned the census questionnaire and
lad avoided census takers for fear of having their homes searched
or being otherwise harassed by government officials looking for
illegal aliens. Other Hispanics openly admitted to not having partici-
pated in the census count pecause they were not convinced that
demographic statistics would affect their lives in any significant
wav—not unlike the reason so many Hispanics were apathetic about
participation in the clectoral process in the US. Main'and.

Many Hispanics—particularly Puerto Ricans—seemed to have
resipned themselves to an alienated existence. It appeared as if
Hispanic adults, not unlike their children in sehoois. had subscribed
to the Euclidean axiom: if indeed the cards are stacked. then I
cannot make it and if T cannot make it. why try?

This nistrust of the system—grounded on their historical ex-
perience and reinforced by the brutally-practical reality of applied
politics—contributed in no small way to the perpetuation of the
dismal situation of Hispanics in the United States. Most Hispanics,
as indeed many other people with special needs, had not come 1o
grips with the fact that the United States is a democracy. not a
meritocracy. And that as such. its government is controlled by the
political majority, which reserves the right to decide what is best
for minoritics. And that it is also axiomatic that government takes
froin the unorganized—and the disorganized—and gives 1o the or-
ganized.

The lack of educational and employment opportunities for
Puerto Ricans residing in the US. Mainland was clearly reflected in
their sociocconomic indices. Financial indicators throughout the
seventies consistently showed the median income of Hispanic fami-
lies to be less than three-quarters of the national average. The
Puerto Rican family income. in fact, was three-quarters of the
alrcady-low Hisparic average. Stated another way. the Puerto Rican
annual income was only slightly more than half of the national
median income. The Mexican-American family income had been
approximately the same as the average for all Hispanics collectively.
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Cuban fanilies, however, had been earning nearly ninety percent of
the U.S. median tamily income—a factor that helped to somewhat
inflate the Hispanic average.

Median Family Income in 1980

All U.S. Families $19,661
Hispanic Families $14.569
Cubans $17.538
" Mexican-Americans $15,171
Puerto Ricans $ 9,855

The bleak socioeconomic condition of Puérto Ricans and other
Hispanics in the United States was closely interrelated with their
weak political muscle. lack of educational opportunity, limited Eng-
lish proficiency. national origin discrimination, and the low expecta-
tion that resulted from internalizing racist rhetoric. Half of these
variables—and, to the extent they were interrelated, ail of
them—could be traced directly to the schools. In this regard. the
schools were perceived as the source of both the problem and the
solution. They were faulted for failing to provide the services that
linguistic minorities needed for scholastic success but. at the same
time, were looked upon as the only hope to break the vicious cycle.

In the 1950s. schools had done practically nothing to address
the severe language barrier of non-English-speaking students.
Youngsters who were linguistically different were expected to ac-
quire a new language and master a typical curriculum at the same
pace and rate as native speakers of English—an cxpectation that
was both unrealistic and unfair. '

Schools in the 1960s made valuable progress toward the teach-
ing of English as a sccond language, but did not deal with the
importance of cultural identity upon self-concept and other stimuli
affecting student motivation. In the late sixties, Cordasco wrote:

The acquisition of English for the Puerto Rican child (if
necessary and inevitable) is not a great problem. It is a soluble
problem to which the American school brings a rich and suceessful
experience. What is more important te the Puerto Rican child (and
1o onr society) is the process of aceuhurition. How does the Puerto
Rican child retain his identity, his language. and his culture? This
remains the crucial problem. In this role. the role of the sehool
needs 1o be earefully assessed.

Many schools throughout the nation were still attempting to
help language minorities overcome their English deficiencies in the
1970s. Unfortunately, precious few were doing anvthing to nurture
and reinforee the home languages of their students. that they may
be developed and utilized as national resources.

According to a survey conducted in 1980 by Kenneth Nickel
of Wichita State University. some eighty languages were spoken in
the homes of immigrant familics throughout the United States. (The
1980 Census. incidentally, coded 387 non-Engési pgssibilities, 180
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of which were spoken by American Indians.) Spanish was widely
SPORCIL T HEY cases by native-born American citizens such as
Mexican-Americans and Puerto Ricans as well as by Hispanic imimni-
grants from other places. Twenty-seven states reported that at least
some of their residents regularly spoke Vietnamese: thirteen cited
French: eleven said Arabic. Chinese, Korean, and Laotian: ten men-
tioned German: nine cited Greek: eight mentioned Cambodian, Ital-
ian, Japanese. Portuguese. and Russian: and seven said Thai.

Forty-seven states said that they provided some form of bi-
lingual education program in at least one school distriet. The ma-
jority of these programs were concentrated at the K-6 level. Thirty-
cight state departiments of education indicated that schools in their
states offered bilingual education programs for Spanish-speaking
voungsters, twenty for Vietnamese children. twelve for Korean
voungsters, ten for French-speaking children. and nine for speakers
of Greek. Hall the states already had laws which mandated or per-
mitted bilingual instruction as needed—or were in the process of
enacting such legistation—and the other half did not seem to have
significant enrollments of LED students. One-fourth of the states,
certainly those with the greatest LEP populations, had laws which
mandated the provision of bilingual instruction in LEAs where it
was needed. These laws were being implemented in Massachusctts.
Hlinois. Texas, New Jersey. Alaska. Colorado, Washington. Wisconsin.
California, Indiana. Michigan, Connecticut, and lowa. Although not
mandated by statute in Pennsvilvania, the provision of bilingual
instruction was directed by the Commonwcalth's Board of Educa-
tion. Only West Virginia was still enforcing prohibition of instruc-
tiont in two languages, but the matter was academic because the
State had no sizable concentration of LEP children.

" ighteen states reported that they had certification require-
ments tor bilingual education  teachers, One of the toughest
certification requirements had been imposcd by Colorado, where
bilingual teachers were required to understand the culture of their
students, have ESL training. and take other special classes. Bi-
lingual prodram administrators had to have bilingual instruction
experience. Bilingual and ESL teachers in New Jersev were required
1o pass a tough linguage proficiency examination,

The 115, Department of Education estimated the nation had
only about twelve thousand fully-qualificd bilingual teachers. An
additional twelve thousand and as many aides were hadly needed.
Only fwo states said that the supply of hilingual education teachers
wias adequate. Yet only three states reported that certified bilingual
cducation teachers were paid an additional salary increment.

Thirty-six state deparunents of education reported that institu-
tions of higher education in their states offered teacher training
programs in hilingual- education. Eighteen of these state offices
reported one or two institutions offering such programs. One state
reported 37, Twenty-cight state departments reported that institu-
tions of higher education in their states offered bilingual education
teacher training in Spanish five reported such programs in Frencht
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and four reported Chinese, Korean, Portuguese, and Vietnamese
progriums for teachers, The three areas that state education officials
identiticd as most important in the training of bilingual education
teachers were: (1) fluencey in the second language, (2) training in the
teaching of English as a second language, and (3) sensitivity to the
culture and enstonis associated with the second language.

Three and a half million youngsters in the U.S. were estimated
to need special English assistance. Of these, more than seventy
pereent were Hispanice, followed by high numbers of Chinese,
Korean, Vietnamese, and Cambodian children. Nearly 1.4 million
LEP students spoke their parents' language better than they did
English. Of these, 831,000 were in bilingual classes, leaving 547,000
unserved. Anadditional 503,000 LEP students, who were as il-
literate in their parents” language as they were in English, were not
in bilingual programs. In other words, 1.05 million children eligible
for bilingual services were reported unserved. It was believed that
if the survey, which was based solely on speaking ability, had been
expanded to consider reading and writing skills, the number of LEDP
children would have doubled. This was supported by the fact that
California estimated it had 275,000 children who were limited in
English-speaking skills, but a National Institute of Education study
that included reading ans writing ability estimated California had
H84.000 children not proficient in English.

A survey of seven California school districts showed that, on
the average. fewer than hatf of the LEP students spoke their native
language any better than thev spoke English. according to re-
scarchers Heidi Dulay and Marina Burt of Bloomsbury West. One
California district reported that almost forty percent of its cight
hundred LEP students spoke no Spanish at all. In nine of ten cases,
children were  dominant  in the  language they used  at
home—whether it was the mother tongue or English—regardless of
what wus their parents’ native language. There were reasons o
believe that the same phenomenon was tnite in other places, es-
pecially states such as Texas and New Mexico. Research from New
Mexico and Colorado had also revealed that many Hispanic children
spoke English better than they did Spanish.

National origin minority children with a better command of
English than their native language had been historically overlooked
by educational policymakers, rescarchers, and  ecurriculum  de-
velopers. There was no research o assist in program development
for these students. nor was there much discussion of the problem
by educational practitioners. Presumably, since the students’
stronger hinguage was English, thev would suffer less of an
academic handicap it the, curriculum were taught in English rather
than in their home kinguage. By the same token, researchers agreed
with the recommendation of the U.S. Department of Education that
if students communicated better in their native language, schools
shoukl have been teaching them in their native language.
Nonacademic courses (such as art, music, and physical education)
could be taught in English, they suggested. adding that the students
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should be placed in intensive English classes., Although it was poss-
ible 1o conduet suceesstul academic classes using both English and
the horme Language as media of instruction, such an approach was
generally considered extremely difficult. Instruction in the children’s
native language until they were ready to transicr into all-English
classes maximized the probabitity that classes would hold their
attention:; prevented dilation of the time spent on conceptual learn-
ing and was easier on teachers who did not have to deal with
teaching hoth—concepts and English—at the same time.

EVIDENCE OF SUCCESS

During the 1978-79 school year. 127,000 stucents speaking 29
different languages were enrolled in some type of bilingual cduca-
tion program in New York, The State was getting some $60 million
cach vear in Federal funds for bilingual and ESL programs and
allocating 1.6 million of its own money lor these programs.

In a six-month period during that school year, the English oral
language test scores for students in bitingual programs increased
from 52 percent to 70 percent. Conversely, the students’ abilities in
their native language decreased during the same time.

In the State-funded programs. eighty percent of the students
rentained in the programs for two years or less. They were showing
marked improvement in reading and math scores, and had better
attendance records and lower dropout rates than did students in
regular programs. A higher percentage of them attended college than
did students in the general school population of the State

Positive results were also reported in several bilingual educa-
tion programs in Texas, These included projects in Bishop#%®
Crvstal City New Braunfels 7 and San Marcos. %

One of the few longitudinal evaluations of bilingual cducation
in the United States was conducted by the Austin Independent
School District by evatuators within the school system. The Austin
s3.3 million Federal project. which ran from 1975 to 1980. sought
to improve reading ability in Spanish. proficiency in English rcading
and math, and knowledge of basic concepts.

About 3.500 students—sixty percent Spanish-dominant, forty
pereent English-dominant—participated in the project in cach of
the five vears, The five-vear study showed in 1981 that kindergarten
students who participated in the bilingual education project showed
greater gains in their knowledge of hasic coneepts than did their
peers who did not take part in the program. Fifth grade students
who participated in the bilingual project for five yvears did better
than students who did not. but most of the gains were made by
Fnglish-dominant or English-monolingual students in the program.
Thus. the achievement gap between Spanish-dominant and Eng-
tish dominant children did not appear o be closing ,

In an attempt to transform an essentially political and cthnic
debate into one of educational effectiveness, the New Jersey State
Department of Education in 1979 tested a sample of hilingual stu-
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dents in grades one through twelve to determine their English
listening, speaking, reading, and writing skills.*9 The same young-
sters were retested in 1980, Since it was not legally possible to
employ a control group— as all eligible youngsters were supposed to
be in bilingual-bicultural programs—the effectiveness of the pro-
grams was measurcd by the extent to which improvement was re-
tated to the length of time students were in the bilingual program.
Inall grades tested, third-year students significantly outscored first-
and sccond-year ones in acquiring the English language skills. Sec-
ond grade bilingual students who had been in the program in
kindergarten scored an average of 45.4 against a hypothetical score
ol 50 for an average English-speaking child. The data also showed
that the older the child, the more difficult it was to learn another
language. 70

This seemed to disprove the theory that children ought to be
brought along to a certain level of sophistication in their home
language before the transition to another language was made. But
a mounting body of rescarch elsewhere was suggesting that. con-
trary to the New Jersey experience, older students learned a second
Linguage more rapidly and efficiently than did younger children.
While those bevond the age of puberty were rarely able to develop
unaccented pronunciation {thus it was futile to insist on it). a con-
sistent pattern of growth in language learning ability was evi-
dent—at least through late adolescence.?!

Advocates of bilingual instruction used the combinea results
of studies such as these to argue that (1) delaying extensive use of
English in bilingual programs until the upper elementary grades
mayv have made the teaching of ESL more cost effective, and (2)
bilingual education had a long term effect on the cognitive and
alfective development of the child by providing a firm foundation
during the student’s formative years. Apparently, the earlier the
bilingual mode could intervene in the children's educational ex-
perience the more salutary were the results.

There were some studies that correlated early intervention with
lower dropout rates. Obviously a LEP student could easily get lost
in the burcaucratic anonymity within a big city high school. A more
closely knit, less impersonal atmosphere pervaded most bilingual
programs—the sense of “family” that was normally associated with
having good communications between parents and teachers, warm
relationships among schoolmates. and the kind of pleasant
nicmories that generally made leaving school to be as traumatic as
leaving home,

New Jersey, for example, reported in 1981 that—for the first
time ever—the dropout rate of Hispanic students was lower than
that of Blacks. Whereas 1.5 percent of the Black student enrollment
dropped out. only 1.4 percent of the Hispanics did. Not a dramatic
difference. to be sure, but a significant improvement over the past
trend, which saw Hispanices dropping out at a rate twice that of
Blacks. -

_Follow-up studies of the New Jersey programs conducted in

22U



O

ERIC

Aruitoxt provided by Eic:

211 Dicgo Castellanos

1981 continmed that they were working well The students they
served were nraking large academic gains. Another study in 1982
Showed that New Jersey bilingual students made significant gains
during the preceding yvear in native langnage reading {25th to 30th
percentile). English reading (10th to 16th pereentilel. English
laneuage skills (10th 1o 27th pereentile), native language math (12th
to 31th percentile), and English math (23rd to 33rd pereentile).
Voreover, consonant with the State Bilingual Education Act. more
Students were being mainstreamed from these programs than had
been in past years, '

Bilingual education students were learning English and math
at above-average rates also in Michigan, A 1979-80 report by that
State's Departunent of Education indicated that bilingual students
were learning at a higher rate than the national average for their
srade level. Achievement in math was atayet higher rate. Key factors
in preater academic performance were inercased number of hours
ol bilingual instruction. frequent family participationan the schools.
the employinent ofteachers who had bilingual endorsement. and the
use of aides who had reecived inserviee training. The data indicated
that students in the Title VII bilingual programs gained almost twice
as fast in math achievement as did students in all State-funded
programs, The averagde rate of gain in English reading achievement
was 181 normal curve equivalent units:™

An evaluation of 29 hilingual programs in Colorado showed
that in practically all of the programs. LEP children learned at a rate
as pood as or hetter than the rate expeeted for all students. including
those from English backgrounds. And the English language skills
for the cinldren enrolled in half of the bilingual programs were well
bevond  the  expected  growth rate for all students. At the
kindergarten level, all bilingual programs cither maintained or sig-
nificantly increased achicvement for linguistically different stu-
dents, as well as for nonlinguistically different students partici-
pating in the program. At the first grade level, 23 of 24 bilingual
programs reported no loss. or significantly higher achievement. for
linguistically gifferent childrei: while 20 of 21 indicated similar
suceess for nonlinguistically different children. At the sccond grade
level, 30 of 33 programs showed maintained or significantly in-
ereased achievement. At grade three, 29 of 31 programs reported
that achievement was maintained or significantly increased.*™

Other studies elsewhere showed that bilingualism was not the
cause ol poor reading achicvement:¥ that, in fact. Hispanic stu-
dents learned to read faster when taught both in Spanish and
English. 7+ Still other studies showed bilingual students had better
problem-solving abilities than monolingual students.

Al a national level. the Significant Bilingual Instructional Fea-
tures (SBIF) Study. formulated by the Division of Education Part
¢ Coordinating Committee. was based on the recognition that bi-
lingual education programs were diverse, and that there was little
empirical knowledge coneerning that diversity. The SBIF Study was
finding that teacher personality and enthusiasm, for example, could
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be signilicant factors in the success or failure of a bilingual program.
The amount of time on task, the quality of immediate feedback, and
other basic aspeets of instruction plaved important roles in the way
all children learned—and were kev features in bilingual educa-
tion.” There was no research vet to indicate whether any given
curricuhinm mode! in bilingual instruction was more effective than
another.

CAPACITY VS. BARRIERS

Bilingual education support peaked in January 1980 when the
initial Presidential budget request for Title VIE was $192 million. a
lilteen percent increase over the previous allocation of $167 million.
The status of Title VI in 1980 was characterized by Dr. Josué
Gonziilez. director of the Office of Bilingual Education and Minority
Language Affairs (OBEMLA) in the U.S. Department of Education,
as halfway between a demonstration project and a full service pro-
gram. He deseribed the period as one of capacity building to (1)
improve the ability of the nation's educational system to respond
elfectively to the needs of LEP children and (2) build local capacities
targeted at specitic languages, populations, and needs. The plan
involved a dozen new elements,

1. While the basic LEA program was to continue, a new demoi-

stration effort was to serve particular populations which were not
funded before, such as exceptional students, dropouts. preschool

" children. recent ‘mmigrants, children of mizrant workers, and high

school students preparing to enter the job market.

2. A dean’s grant was being establishied to facilitate the ac-
quisition and transition of bilingual education personnel to full
faculty status.

3. SEA stalf was to be trained to provide leadership in bi-
lingual education.

-+ Parents were to be trained to participate in the education
of LEP students and to interact with schools in the design. conduct,
and evaluation of programs.

5. Network centers were to use OBEMLA contracts to develop
curricular and testing materials which would respond to national
and regional needs.

6. OBEMLA. SIEAs, and Bilingual Education Service Centers
were to expand and improve pre-application technical assistance to
grantees.

7. The use, recruitment, and training of qualified bilingual
cducation personnel were to be emphasized as a condition for con-
tinued funding,

8. LEAs were being required to show that they were assuming
the costs associated with the program in order to receive a second
award.

9. Title VII regulations were to be made more compatible with
Lau requirements in order to simplify compliance and to reduce
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papenvork required from the LEA by OBEMLA and the Office for
Civil Rights.

10. ESAA bilingual projects were being phased into OBEMLA
(ns mandated by the 1978 legislation), although no major changes
were expected until Fiscal Year 81.

11. SEAs were to ensure coordination between Title VII and
state bilingual programs.

12. Models and patterns were to be developed for bilingual
programs and their evaluation. i

A coordinating commiittee for lilingual education research (in-
volving the National Institute of Education, the National Center for
Educational Statistics, the Office of Evaluation and Dissemination,
and OBEMLA) was established and a comprehensive rescarch agen-
da was developed. Evaluation was to be improved, with strong
criphasis on measurable goals.

A significant shift in the distribution of Federal bilingual
edueation funds was proposed that year. Grants were to be awarded
more on the hasis of the quality of the application (the instructional
approach) than the location of the district, or its stated need.

Under rules proposed carlier, grants would have been awarded
to arcas with high numbers and concentrations of needy children,
but the concentration provision was removed because it would have
discriminated against small and rural districts or those that had
achieved racial or cethnic balance. The neediest LEAs were (o be
those with significant numbers of LEP students who had not been
served before, had been traditionally underserved, and/or came from -
low-income families—not necessarily the greatest number of LEP
students in the project school, as had been proposed in the summer
of 1979. '

The Education Department ultimately awarded 950 grants
otalling $167 million to support bilingual education programs in
1980-81. the same amount that had been allocated in the previous
school vear. The funds were used to support ten different categories
of programs serving some 350.000 children whose first language
way not English. The largest share of funds. $99 million, was used
in 564 basic programs to teach children their own language while
they learned to speak and understand English. SEAs would con-
tinue to receive five percent of the total amount awarded during the
previous vear to the LEAs of their states. Nearly 58 million was’
awarded for 35 bilingual demonstration projects nationwide and
some S10 million went for special teacher training,

The lack of qualifierd teachers had always been one of the major
obstacles to effective bilingaal programs. In some cases, however,
school systems demanded that their teachers meet unrealistic or
excessive—often political—criteria. which only served to prevent the
implementation of hilingual education.

A 1979 U.S. Supreme Court ruling gave states the right to reject
aliens as teachers in elementary and secondary schools if the appli-
cants were eligible for citizenship but did not seek it. According to

R2J3



O

ERIC

Aruitoxt provided by Eic:

The Best of Two Worlds o217

the Department of Health and Hunan Serviees, some sixty thousand
retingees fromr Sontheast Asia were to become eligible for the first
tinme in 1980 1o apoly for United States eitizenship.

On the other vand, however, guidelines issued by the Equal
Emploviment Opportunity Commission in 1980 declared that cer-
tain instittional requirements relative to the alma mater of job
appliconts violated a Federal antidiserimination law, The rules, in-
tended s interpretations of Title VIT of the 1964 Civil Rights Act
fwhich barred job discrimination on the bases of race. national
origin, sex. and religion), specified the following as illegitimate,
artificial barriers to equal emploviment opportunity:

e The requirement by some schools, colleges, and universities that
their teachers had to have studied abroad as a condition for
cimplovinent—uniess the institutic o could justify the requirement
as o "husiness necessity™ and did not favor one nationality over
another.

e The requirement that foreign language teachers have native
speaking abilitv—if it tended to exclude people born in English-
speaking eonmitries—unless, again. a clear business neeessity
could be established.

* Discrimination against job applicants who had received their
cducation abroad—and lacked a degree from a United States in-
stitution. This did not preclude checking with the foreign institu-
tions to ascertain that the degree had been conferred and equat-
ing toreign degrees to their appropriate US. level. (For example,
a Cuban doctorate was usually equated to a US. baccalaurcate
degree. Thus Cuban doctors of pedagogy could not be denied jobs
requiring nndergraduate degrees solely on the basis ol their
Cuban education—although they would not be considered doc-
tors of education,)

Schools in Florida were particularly valnerable to problems
stemming from {orcign degrees because of the influx of Cuban pro-
fessionals 1o that State. Other states, however, were not exactly
spared from this dilemma, as their needs o reernit teachers with
speeific abilities were inercased by secondary migrations of alien
families plus the Federal Government's relentless demands for ser-
vices to LEP students, Legislation, court rulings, and administrative
orders all pretty much agreed that these children were entitled to
an cqual educational opportunity and local educational agencies
had the responsibility to provide it. The Lau guidelines, for all prac-
tical purposes. had become legal directives. Their fundamental legal-
itv—-as remedies in reparation ol Civil Rights infractions—had
withstood several judicial challenges,
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2 O Proposed Lau
Regulations

N THE SPRING of 1979, as part of the “Hispanic Initiatives,”
I HEW decided to rewrite the Lau Remedies for release as regu-

lations. A draft was prepared for HEW Secretary Patricia Harris
in the fall of 1979, but budget and policy analysts in the Department
kept the document from being published.”™ The document was sub-
mitted to the Justice Department for review in early 1980. even
before the Office of Education became a department. The proposed
regulations were ready and waiting for the first Secretary of Educa-
tion Shirley Hulstedler to take office and act on them. Secretary
Hulstedler was well acquainted with the Lau case, on which she had
written an opinion as a judge. In her first major policy pronounce-
ment, she proposed a formal set of regulations for compliance with
Lau requirements which spelled out criteria in four major
categories:

1. Identifving students’ primary language.

2. Assessing heir skills in both English and the primary
language. |

3. Providing effective services that would leaﬁ"h the students
English and help them Kkeep pace in academic SU})_]C(‘lS (Bilingual
education was one option. ESL was another. There »\erc other op-
tions.) “

4. Determining wher students no longer needed thegequired
services and could be ta at exclusively in English.

The proposed 1t .= incorporated two fundamental goals crucial
to implementation of Title VI and the Lau decision mandates: (1)
that minority children with limited English proficiency be taught
English as quickly as possible. and (2) that such students receive
instruetion in locally required subjects in a language they can
understand until they learn English. >

The rules svpamlcd students with a limited ability 1o speak
English into three groups—derived from California language
tests—English-superior.  primary-language superior. and  those
equally limited. 3chools could teach English-superior chil-
dren—those with a clear ability to speak English better than their
native language—in English. under the proposed rules. However,
these students would also have access to compensatory English
classes. For students more proficient in their native language than .
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in English, the miles required instruetion in the native language,
as well as intensive classes in English.

. U.S. Education Department officials could not agree on how
hest to senve children who were egually limited in English and their
native language. They proposed two options: teaching the children
in English only or giving them instruction in two languages. How-
ever, rescarch from Burt and Dulay had suggested cqually-limited
students should be taught in the language they most often spoke
at home. If children (who did not clearly excel at either language)
spoke Spanish at home. then they should be taught in Spanish
while they were learning English. Those at case in English should
he taught in English. In cither case. children limited in both
langnages should receive additional compensatory English instruc-
tion. Dulay and Burt recommended that children equally limited in
both languages should be tested at least twice to determine a clear
ability in one language. but admitted such a procedure was costly
and may still vield inconclusive results.

The proposed Lau rules represented what many educators and
civil rights organizations viewed as a fair and effective approach to
fulfilling the responsibility of the Department of Education under
Title VI of the Civil Rights Act. And the rules were unveiled at the
same time that the Office for Civil Rights announced it would step
up enforcement of compliance in an effort to reduce its backlog of
cases. Inits proposed 1981 operating plan, OCR said it would spend
twenty “investigator years” monitoring 25 distriets” Lau plans for
desegregating non-English-speaking students. Thus the question
was no longer whether the needs of LEP students would be met or
not, but rather what would be the best way to do it -how com-
preliensive the program. who would participate. how long, and whe
was to pay. Clearly, the government—both Federal and State—hac
come a long way in protecting the rights of children from disen-
franchised minority groups, especially linguistic minoritics. The
proposed regulations were issued for public comment. If approved
theyv would become regulatory directives—no longer recommendec
guidelines.

Public  reaction was quick. heated. and controversial
Thousands of letters poured into the Department of Education’s
Office for Civil Rights in the first few weeks as education boarc
members. school administrators, parents, and public agencies (in
cluding the Council on Wage and Price Stability) jumped at a chance
to comment on the proposed rules. Some {clt the regulations wen'
too far. others felt they did not go far enough: some felt they wert
too rigid (did not allow enough latitude). some found too many
loopholes; some saw too much bilingual education in the regu
lations, others did not see enough.

The battle lines were immediately drawn: progressive vs, reac
tionary. Democrats vs. Republicans. cultural pluralists vs. meltiry
pot theorists, and the executive branch vs. the legislative branch
When the smoke c]ear?. hree basic issues remained: (1) local vs
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Federal control. {2) teaching English vs, bilingual education. and (3)
who was (o pay.

LOCAL CONTROL

Advocates of local control lost no time in opposing the proposed
regulations, claiming that the Federal government had no right
“intruding” .into what had been traditionally al
prerogative—classroom curriculum. They reminded the Fe
cmment of the State’s constitutional re/spcnsjbi]ities and
regulate education. They said the negv es\would de;
creative climate for solving problems. Mary leg i

tion of the act creating the Department of

education} or by other officer of the department (of eflycation) shall
be construed to authorize the Sccretary or ahy”suclrofficer to
exereise any dircetion, supervision, or control over the curriculum,
program of instruction, administration. or personnel of any educa-
tional installation, school or school system ... except to the extent
authorized by law 7™ ‘

No provision of a program adminislcrcd(by\‘.DE‘ Secretary (of

Yel. others contended that the Department of Education had
been under court order to clarify minimal requirements. They saw
the absence of standards as an open invitation to litigation which

~ could have led to the imposition of specific measures mandated by

courts—as had happened in desegregation cases. The issuance of
the regulations, they said. was not a departure from accepted
procedure by the Office of Education. The Department should have
at minimum the authority to hold grantees accountable for funds
received. »
 Trustwas at the heart of the issue. The parents of LEP students
did not trust the schools to "see the need to do the right thing in
good faith™ without Federal monitoring, School administrators. on
the other hand. were suspicious of where the Federal government
was heading in the way of impacting local control and how far it
could go with its authority. Many education groups. school systems,
and legislators feared the rules’ potential for setting an undesirable
precedent. They suspected the new Department of Education would
claim the power to regulate what and how schools should teach. The
American Association of School Administrators, for example. op-
posed the rules hoth on cost and as a threat to local governance.
"~ Advocates of local control also maintained that decisions on
personnel. instructional practices, and administrative policies were
the prerogatives of State and local boards of education. Opponents
maintained that "local control” had been a euphemism for selective
exclusion at best, for blatant discrimination at worst,
Bilingual educators and Hispanic feaders particularly depended
upon the Federal presence. Only a Federal hand. they agreed. could
apply enough pressure to hold down the inequities stemming from
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A Stres relative inability or unwillingness to - deal fairly with the
needs ot therr children,

Local school olficials had o different view, They insisted that
too much instructional time was being spent complying with ex-
ternal (Federal) requirements, to the detriment of basice skills and
other critical curriculas They often pointed to the way target services
that reqguired students 1o be pulled o ol the classrooms were
seeregating these children for much ol the school dav.

Federal officials dismissed the grievance. noting that local
school personnel often exaggerated the problems of adiministering
Federal programs. They denied that the clement of accountability
in these programs was confusing, and suggested that local mis-
management—especially by those who were not supportive of these
catecorical programs and did not wish to integrate them into the
svstem—contributed greatly to the mucdidie.

The popular pereeption ol the burdensome aspecets ol Federal
policy wis more myth than fact. A study by SRI International. a
Menlo Park, CA research firm showed that the sustained Federal
presence. apart from assisting in mitigating problems. had caused
prople to beceme used to the laws, to understand them better, or
to fear them less. Through repetition, the Kev principles underlving
progrant rles seemed to have sunk in and become part of the
standard operating procedures, Most people had. in fact, forgotten
what o school was like without targeted instruetion,

Even pull-out programs had been found beneficial becanse sit-
ting in a regular classroom all day was a confusing and frustrating
experience for children with special needs. In addition. pullout pro-
orams permitted classroom: teachers to devote more attention to
nontarget students when they did not have to tailor their lessons
to for spend extra time with) children with problems,

Contrany to popular belief, the SRI report said. instead of “tying
the hands™ of local decisionmakers. Federal mandates tended to
increase their powers, because they gave them legal backing, Local
district personnel derived inereased authority from Federal com-
pliance  standards as their knowledge of Federal  guidelines
strengthened their positions i local policy disputes. and Federal
progriuns broadened their resourcees, Conversely, very few communi-
tv Ieaders who spoke out for tardet students had gained a lasting
fothold in school decisionmaking solely through the vehiele of Fed-
cral programs.

I the Federal presence were (o be removed. it was dreaded. the
parents of LEP students would have to match wits with local school
hoards and educational agencies in order to get services for their
children. Clearly, parents alone were no mateh for school officials,
not beeause they lacked the intelligence, but because they did not
hive access to resources such as statistics. computers., dissemina-
tion capabilities, clerical support. equipment. duplication services.
privileged records, rescarch data. and legal counsel paid by tl:e sys-

ten. . .
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CURRICULUM DICTUM

Many witnesses at the public hearings resented that the De-
partment of Education seemed to be dictating a single method of
instruction—hilingual education—when “here was inadequate re-
scarch to support that approach. They saw an attempt in the rules
to crcourage the maintenance of native languages,

Other witnesses argued just as cchemently that bilingual
cducation was not a method—nor an approach—but a concept
which, in any case, was not mandated by the regulations. The rules,
they said, simply specified that LEP students receive under-
standable instruction in subject arcas while participating in tran-
sitional language programs which would enable them to learn Eng-
lish as soon as possible. In fact, the National Puerto Rican Coalition
criticized the rules as weak and full of loopholes. A provision giving
the Education Secretary the right to waive requirements in the rules
in several instances was termed “unprecedented in Civil Rights
regulations™ and dangerous, But Coalition President Domingo Gar-
cia also opposed the transitional approach “because it failed to
recognize the potential benefit of maintaining a student’'s primary
language.” Forcing students with only a minimal command of Eng-
lish to leave a bilingual education program after only two years “will

only assure fajlure in all future work for the child.” he wrote, "the

end result will be children who are functionallv nonlingual and bi-
illiterate.”

IMPLEMENTATION COST

The growing national concern over the faltering economy was
causing school boards across the country to oppose any program
which would increase the price tag of education. Not surprisingly..
the implementation cost for the proposed Lau regulations becane
one of the major points of contention at the hearings. In essence,
most school districts were telling the U.S, Department of Education:
“if you mandate it, you pay for it

Some experts were saving the $300 million in Federal and State
monies schools were already spending annually to educate LEP
students would have 1o be doubled to bring the nation's schools into
compliance with Lauw The estimated cost depended on each child's
linguistic category, the number of children identified. the type of
services sclected—and who was making the estimate. Based on
these four eriteria. the additional cost could have gone from below
$200 million to above $400 million nationwide. Most experts agreed,
however, in predicting that the number of pupils targeted for ser-
vices would increase dramatically simply because so many eligible
children were not being served without the rules,

The additionat cost of providing bilingual instruction had been
previously estimated by IDRA (1977) to be approximately $200 per
pupil. by OCR (1978) to fall between 5203 and $391 per pupil. and
by other experts around the country (1979) to average fifteen per-
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cent above the standard cost per pupil in public schools. However,
experts alsc agreed that this initial surcharge would begin to decline
after the first year and continue to decrease gradually. After five
vears, most experts agreed. the additional cost would be down to
about four percent because less teacher training would be required,
fewer teacher aides would be needed. and almost all materials would
have been acquired by then, Primary language identification would
take place as the parents registered their children for school. the
Education Departiment projected. and annual assessment costs
would drop to about $3 million after five years.

Advocates for LEP children emphasized that the immediate
short-term costs of the Lau rules would enable LEP students 1o have
an equal educational opportunity which, in the long run, would
prevent the historical pattern of dropouts, unemployment, public
aid. and crime. In known instances in which LEP children were
being referred to learning disability classes in special education
programs, they said. the coirect implementation of the proposed
regulations would prevent the necd for this costly treatment.

VALIDITY QUESTIONED—AGAIN

As could have been expected. questions about the effectiveness
of the bilingual methodology—the whole issue of its validity—
surfaced once again. Although these challenges were certainly not
new, the tumultuous winds accompanying the Lau proposals were
now blowing them out of proportion. Critics were not only convineed
that bilingual instruction had failed to resolve the problems of LEP
students, many suggested that bilingual education was. in fact,
causing these problems. It scemed as if most of society had expected
bilingual education to achieve in ten years whatl gcncml educaiion
had been unable o achieve in two hundred years. [t was no sccret
that many people felt that all education was ,dlllm_,. A staggering 23
million Americans—one in five adults—lacked the reading and writ-
ing abilities needed to handle the minimal demands of daily living,
An additional thirty million were only marginally capable of being
productive workers, Thirteen percent ‘of high school students (forty
pereent among minority students) were graduating with the rca(llng,'
and writing skills of sixth graders. More than one-third of adults
had not completed high school, and the number was swelling by
nearly a million school dropouts a vear. Scholastic Aptitude "Test
scores had been declining for fifteen years. College and university
ofticials were complaining that the public schools were not sending
them students who could read and otherwise function in a college
environment. ‘The public school systems, on the other hand. com-
plained about the quality of teac Ners that colleges were graduating
and this placing in the job market from which schools had to
recruitl. It was a vicious cvele.

Public trust in schools had also declined—especially in the
second half of the 1970s. More and more families were taking their
children out of public schools and opting instead for private schools
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and other alternatives. An estimated twenty thousand U.S. fam.lies
were teaching their children @t home during the 1980-81 academic
year. Public school enrollment had dropped ten percent in ten years
as the "baby boom™ generation grew up. Colleges were graduating
fewer teachers. as women (who had constituted two-thirds of the
nation’s teachers) had new career options open to them. Teachers
were carning less than construction or sanitation workers. This
was hardly a fertile landscape on which a striving educational con-
cept could survive.

SPURIOUS ISSUES

:Other concerns were expressed during the period of public
comment. Some seemed legitimate, such as the argument advanced
by the U.S. Chamber of Commerce and the National Association of
Secondary School Principals regarding the segregation of national
origin students. But many hidden agendas—totally unrelated to the
logic of bilingual instruction—also surfaced. to the detriment of the
proposed regulations.

For example. the National Education Association. which had
supported the creation of a cabinet level Department of Education,
agreed with the proposed r ‘es: the American Federation of
Teachers, which had been strongly against the idea of a separate
Education Department, was just as strong in opposing the Lau
rules. Reacting to what they perceived as political muscle-flexing by
the newest addition to the executive branch. some officials
challenged the regulations on principle as a sign of protest against
the Federal bureaucracy. The proposed rules brought out the tra-
ditional charges against bilingual instruction. Among them was the
proverbial job security issue. The movement was tagged. again. as
an employment program for persons with bilingual language
capability. These teachers tended not to be qualified and provided
an inferior education in their schools. according to the testimony
of some witnesses.

Others denied this, adding that. in the vast majority of cases,
bilingual education instructors were certified teachers who had to
complete additional courses to gain a State credential in bilingual
specialization. or to qualify for a bilingual endorsement. As expected.,
AFT president Albert Shanker blasted the proposed Lau regulations
as "a formula for welfare in nur schools.” He criticized a provision
of the proposed rules requiring the employment of
nonteachers—who were. nonetheless. bilingual—if a school could
not find bilingual teachers. "If this is adopted. thousands of ex-
perienced teachers will be laid off so teachers who are not teachers
are hired” claimed Shanker. iie was.told that bilingual language
ability could be acquired by any person and that teacher preparation
in all languages and in bilingital methods was available to :ii
teachers and college students. (Ac: ording to a 1978 National Criter
for Educational Statistics stiidy. more than half of the teachers
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providing bilingnal instruction were. in fact. primary English
speakers.)

While the hicrarchy of the American Federation of Teachers
registered sharp opposition to the proposed rules, AFT's California
branch broke away from the national group and endorsed the rules
as consistent with its position and similar to a bill it supported in
its State. "We share the concern that the Department of Education
may be exceeding its autnority in designating bilingual education
as the means of meeting the needs of children who are not proficient
in English." stated the California Federation of Teachers. "but we
are also concerned that the highly charged political atmosphere
surrounding the whole issue of bilingual education not get in the
way of rational thinking.”

The Commonwealth of Virgina was, perhaps. one of the most
aggressive states in opposing the rules. Virginia's Superintendent
of Public Instruction John Davis had been superintendent of
schools in Fairfax County. a very largie school system adjacent to the
District of Columbia. which had been cited by OCR in 1976 for
failure to serve LEP students. He actively soughit the support of other
chief state school officers in categorically opposing the proposed
rules.

In his prepared presentation at the September 1980 public
hearing in Chicago. Dr. Davis rationalized that (1) the regulations
exceeded the court's decision, (2) research did not favor bilingual
education, (3). the proposed rules required no commitment from
schools with fewer than 25 students. (4) their effect on ESL (only)
programs would be detrimental. (5) they were too expensive. (6)
procurement of qualified teachers would be difficult. (7) student
assessment would present problems, (8) student identification
would also be difficult, (9) recordkeeping would be burdensome. and
(10) Virginia had never received complaints that LEP students were
net being adequately served.™

On the other side of the issue. the Mexican-American Legal
Detense and Educat:on Fund (MALDEF) argued that the regulations
set minimal standards. Some of the flaws listed by MALDEF in-
cluded:

* lacked provisions for LEP students who were even more lim-
ited in their native language

s permitted “good faith™ efforts by high schools

* teacher proficiency standards were weak

e exil criteria were low

* parents’ option could be misleading

 waiver by Secretary of Education was unprecedented in the
Civil Rights arena™!

CONGRESSIONAL REACTION

School officials and Civil Rights advocates were not the only
ones involved in the tug of war over the proposed rules. Congress

232



The Best of Two Worlds 227

took action as would befit a national disaster. Even as public hear-
‘gs—were-heing—conducted: on -the proposed regulations during
August and September 1980, both houses—acting in

tandem—made a series of Congressional moves to block implemen-
tation of the rules.

The House Appropriations Committee first adopted language
cautioning the Department of Education from requiring instruction
of basic courses in languages other than English and from prescrib-
ing other remedics such as those proposed in the Lau rules.®82 Sen.
James McClure (R-ID) introduced the Local Schools Option Protec-
tion Act. directing the Secretary of Education to withdraw the
proposed rules immediately.®#® The Senate did not act on the bill.

But the House adopted an amendment introduced by Rep. John
Ashbrook (R-IL) prohibiting the Department of Education from
earmarking Federal money to enforce the Lau rules or otherwise
address the needs of LEP students through any program other than
intensive English instruction.®® Sen. McClure then proposed to
“improve and clarify” the Ashbrook Amendment by barring the De-
partment from promulgating regulations prescribing any particular
method to address the needs ‘of LEP students.®%5 Ashbrook later
introduced a bill to subject the Lau Regulations to the Congressional
review process.*ht

President Carter strongly defended the new bilingual education
rules and. in fact. launched an attack on Congressional efforts to
bar their implementation. "I have a firm commitment to bilingual
education.” Carter said. "too many children do not learn. too many
are scared to speak in class. too many drop out of schools where
their langua;_,e is not spoken.” He called the amendment to block
the rules “a dnsg,raccful attempt to play politics with the civil rights
of our children.” The President vowed to defeat the amendment.
However. when the Senate passed a House Joint Continuing Resol-
ution to keep Federal programs operating during FY 198197 it
contained a rider offered by Sen. Lawton Chiles (D-FL) in substitu-
tion of an amendment introduced by Sen. McClure, which stated
-that: Notwithstanding any other provision of law. no funds available
to the Secretary of Education could be used to enforce any final
regulations replacing the Lau Remedies before Junie 1. 1981.788

The continuous practice by members of Congress ol attaching
riders to appropriation bills. which lessened the ability of the Feder-
al government to enforce Civil Rights laws was criticized by the U.S.
Commission on Civil Rights. "It calls into question,” wrote the Com-
mission. "the considered judgment of those legislators respon51ble
for the great body of Civil Rights law."389

Clashes between Congress and the executive branch over Con-
gressional power to veto the actions of Federal agencies tended to
violate the constitutional doctrine of separation of powers. (In fact.
the Supreme Court ruled two and a half years later—in Chadhav.
INS—that legislative vetoes limiting the Egglgve Branch's ability
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to implement a law were an unconstitutional usurpation of power
by Congress.)

NABE President Ricardo Ferndndez called the legislative action
an “intolerable limitation which will remove the major force behind
the Federal government's enforcement effort and thus set a negative
precedent for enforcement of Civil Rights law."3%° Under the 1964
Civil Rights Act each Federal agency had been given rulemaking
authority along with enforcement responsibility. Enforcement
necessitated expenses. Therefore, if funds could not be expended.
the rules could not be enforced. In essence, bilingual advocates were
saving, Congress was negating whatever power the new regulations
would have, hy denying the Secretary of Education the power to
withhold Federal funds from schools in noncompliance.

U.S. V. TEXAS

A major boost to Lau and bilingual instruction was provided
in the beginning of 1981 by a Federal court's mandate of an un-
precedented, comprehensive, statewide bilingual education pro-
gram. As part of the mammoth school desegregation action initiated
by the U.S. Department of Justice in 1970. in U.S.v. State of Texas.
the State Education Agency had been required in 1971 to de-
segregate nine all-Black school districts. Hispanic plaintiffs entered
the case later in a suit filed by the Mexican American Legal Defense
and Education Fund in behalf of the GI. Forum, the League of
United Latin American Citizens, and 35 individual students. Ap-
proximately 370,000 Mexican-American children were said to be
neglected by the State's school system. The suit. filed in the Federal
Court for the Eastern District of Texas, charged noncompliance
with:

(1) the equal protection clause of the Fourteenth Amendment to
the US. Constitution:

(2) the Civil Rights Act of 1964:

(3) the 1971 court order's mandate of compensatory education
for minority children; and

(4) the Equal Educational Opportunity Act of 1974 (EEOA74).

In a series of pretrial agreements. it was determined that the
case would be heard on purely statutory—not constitutional—bases.
Constitutional issues were, nonetheless, addressed during the 1981
trial. In addition. the Assistant Attorney General (AAG) representing
the State of Texas accepted a large number of stipulations presented
by the plaintiffs, which consisted of more than four hundred state-
ments admitting to statewide historical discrimination against
Mexican-American children in Texas schools. Subsequent to the
admissions. the State officially requested that they be withdrawn
from the trial on the bases that the AAG had erred in agreeing to
them w.thout consulting the State Attorney General or the Texas
Education Agency (TEA) and that they were too conclusory to war-
rant a factual determination of historical discrimination.
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The motion to withdraw the stipulations was denied by the
_court, but the judge did concur that Mexican-Americans had been
subjected to de jure discrimination by Texas in violation of the
Equal Protection Clause of the Fourteenth Amendment, U.S. District
Judge William W. Justice agreed that the State had deliberately
discrim.nated against Hispanic children by placing them in “Mex- -
icen schools,” stocking those schools with “vastly inferior™ equip-
ment and programs, and trying to Americanize the students
through a sink or swim approach.

The pervasive, systemwide discrimination against Mexican-
American children in the field of education was in and of itself proof
that the prevailing language-based learning problems suffered. by
these children were caused (at least in part) by prior unlawful action
by the TEA. Since the State “formerly vilified the language, culture,
and heritage of these children with grievious results.” the court said.
the children’s learning difficulties must be redressed and the re-
inaining vestiges of past discrimination must be eradicated.

The court found no evidence that the State’s recent policy
purposely discriminated in violation of Title VI of the Civil Rights
Act of 1964. Existing programs, although inadequate, were not dis-
criminatory. In addition, the plaintiffs’ request for a comprehensive
bilingual program could not be justified on the basis of the original
court decision, because the 1971 order did not contain specific
guidelines for a compensatory program. It merely required the filing
of a report to propose remedial programs and this requirement had
been satisfied by the TEA.

However, Texas had failed to take affirmative steps to remove
the vestiges of past discrimination and segregation of students. of
whi: 1 the State had been found guilty. In addition, Texas was found
in violation of EEOA74 which bars State denial of educational op-
portunity. in this case “the failure ... to take appropriate acticn to
overcome language barriers that impede equal participation by its
students in its instructional program.”

While the State appeared to be making perfunctory attempts
to respond to the statutory mandate of EEOA74, it was not achi=ving
meaningful results. The judge interpreted the bottom line of the
Congressional legislative intent as requiring substantive results. nct
legally satisfied by pro forma—but ineffectual or counter-
productive—efforts. Therefore, only appropriate measures which
would actually overcome the children’s language handicaps would
have constituted compliance with the Act.

The State bilingual program, which the court found inade-
quate, mandated bilingual instruction only in kindergarten through
grade three and only then in districts with more than twenty Eng-
lish-deficient students in one grade level. The program was optional.
with some State aid. in grades four and five and was optional in
grades six to twelve without any State support. The court found rault
with the Texas LEP student identification procedure, bilingual pro-
gram exit criteria. failure to provide subject instruction, lax
monitorial system, lack of enforcement of bilingual regulations,
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weak teacher recruitment efforts, and partial segregation caused by
the State's K3 bilingual program.

In the absence of any State initiative to appropriately exercise
affirmutive action that would achieve substantive results, the judge
in this casc proceeded to prescribe a remedy which contained sig-
nificant dosages of bilingual instruction. While bilingual education
per se was not required by the law, since Texas had failed to select
any suitable course of action when it had the option to do so, the
judge now would exereise his prerogative and impose his plan upon
the State. e relied heavily on bilingual instruction because hie was
convineed it was uniquely suited to meet the needs of the State's
Hispanic students, ,

In the meantime, Texas was edging a little closer to compliance.
by improving its own State law on bilingual cducation. The Gov-
crmor's Task Foree on Bilingual Education created in -March
proposed a series of recommendations leading to a stronger bi-
lingual mandate in the State. In May. the Texas Legislature modified
its own bilingual law. although it provided a meager S50 per child
per vear for the additional cost of bilingual instruction and laid
heavy responsibilities on the State Board of Education to develop
specific regulations for its implementation. The amendment ex-
tended the provision of bilingual services to the fifth and sixth
grades, o concession that fell short of satisfving the court’s im-
perative. The court noted that the incidence of language deficiency
wits not limited to the carly vears, but occurred at all grade levels.
‘Testimony presented at the trial had established that one-fourth of
the LEP students of Texas were found in grades seven through
twelve.

Thus the trial court ordered instead that bilingual instruction
in all but nonacademic subjects be provided to all Mexican-Ameri-
can students in all Texas school districts with twenty or more LEP
sticdents in any grade 5-120 1t required a suitable teacher reeruit-
ment and training plan. And it also required pupil integration to
the extent possible—separate schools would not be tolerated. The
court did make some concessions to the State. It allowed for a six
vear, grade level phase-in program: at grades six through twelve.
Alternatives were spetled out for districts enrolling fewer than twen-
v students in a grade fevel. a course. or a school district. And.
recognizing the shortage of endorsed bilingual teachers. the order
allowed for temporary deviations and emergency bilingual teaching
permits by districts unable to hire enough certified teachers. [t also
permitted school districts to pool their resourees 1o provide bi-
linsual instruction, ESL instruction alone. however, could not be
uscd in licu of bilingual education.

Judge Justice’s decision was appealed to the Fifth U.S. Circuit
Court of Appeals with the support of the US. Justice Department.
which felt that the unpreeedented Federal court order—the first
ruling that explicitly mandated  statewide bilingual instruc-
Lon—went too far and needed to be tempered. Although concurring
with the trial judge that Texas was in violation of EEOA74. the
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Federal government said the Fifth Circuit's own standard for bi-
lingual education required only that a-State have a program for
overcoming language barriers, using "any approach endorsed by a
body of educational experts.” (The Fifth Circuit had previously inter-
preted Congress' intention as allowing State and local authorities
to retain considerable latitude in aiding LEP students,)

PROPOSED LAU RULES WITHDRAWN

This local flexibility was. precisely. the crux of the argument

~concerning the proposed Lau rules. an argument that was to be

supported by the new Federal administration coming into power in
the midst of the Lau controversy. Dr. Terrel Bell, who had issued
the Lau Remedies in 1976 when he was US. Commissioner of
Education under President Ford. was renamed to the top Federal
post in education by President Ronald Reagan in 1981. In his first
major act in office. Secretary Bell unceremoniously withdrew the
controversial regulations—thereby ending all disputes on the matter.
and transmitting a message of change to the American people. "I
would like to use this regulation. symbolic of many of the ills that
have plagued the Federal government and this fledgling depart-
ment” he announced, “as a sign that we will produce fewer and more
reasonable rules and provide a more civil service.” The Secretary was
apparently trving to demonstraie the administration’s intention to
deregulate social, educational, and human services—and he was
obviousiv making an example out of Lau. Bell's move to kill the rules,
which he called “harsh, inflexible, burdensome, unworkable and
incredibly costiy.” simply put into action a policy held by President
Reagan’s administration.

Bell warned that no school administrator was to misre ~d his
action as an invitation to discriminate against children wh:. .aced
language barriers. The Department would continue to protect the
rights of children who did not speak English. Bell said. but would
do so by permitting school districts to use any way that had proven
to be successful. He assured everyone that the responsibility of
schools to provide equal educational opportunity for all children was
recognized and would be honored by the Department of Educa-
tion. !

Secretary Bell urged State education officials to take more re-
sponsibility for complving with all Federal mandates so the U.S,
Department ol Education could take itsell out of the business of
monitoring State and local educational agencies. It would behoove
the states to do more so the Federal governmient could do less, said
Bell. While agreeing to remove monitoring and enforcement from his
department’s agenda, Bell warned that g()vemmcnl could not sm]ply
teave a void. "Reésponsibilities.” he concluded, "must be met.” The
Secretany's statement. was foliowed by an announcement from the
U.S. Department of Education promising a new set of regulations
by June 1981.

While some supporters of bnlmgua] educanon were upsct by the
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delay. however, others saw it as a blessing in disguise for it removed
the proposed regulations from what had become a highly-politicized
atmosphere. which clearly prevented a calm and reascned examin=—-
ation. In fact. although the proposed regulations were withdrawn
effective  immediately. the Department emphasized that the
previously-existing Lau Remedies would continue to be the guide

qused to evaduate school distriets’ compliance with Title VI. While a

review was being made of the regulatory alternatives available, con-
tinued use of the Lau Remedies would permit elementary and sec-
ondary schools to operate bilingual education programs that met
local needs and broad national guidelines. '
Other than the symbolic value attached to the withdrawal of
the Lau rules. the net effect of their recall was insignificant. After
adl: (1) they had never been approved. but had only been proposed:
(2) half of the fourteen states mandating bilingual education had
requirements that were more stringent than the proposed Lau rules:
and (3) the 1975 Lau Remedies remained in force as guidelines.



The Best of Two Worlds 233

2 l Federal Role in
- Education Begins
to Shrink

about the extent to which the Lau Remedies or any other

equity-related guidelines would be seriously heeded by school
districts. Their cynicism was grounded on several realities, includ-
ing the first-round defeat of the proposed Lau rules, the stated
political philosophy of the incoming administration, and a well-
timed "media hype” based on a somewhat slanted story about one
or two Washington area school districts which had opted to concen-
tratc on teaching English to LEP students rather than taking the

bilingual route—and had found their approach effective.
\ .

BILINGUAL ADVOCATES were having strong reservations

THE FAIRFAX STORY

One of the first school districts to be cited for noncompliance
with Lau requirements had been Fairfax County in suburban Vir-
ginid. the nation’s tenth largest scho~' cystem. It had been cited by
OCR in-February 1976 based on 1975 data showing it had 2.367
non-native speakers of English (repre-enting 21 language groups).
544 of whom were LEP. Only 425 were receiving services to help
them in school.

OCR lifted the citation in December 1980 saying that the dis-
trict had successfully addressed the needs of LEP students over the

“four years of negotiation with OCR. O« ™'s approval letter reflected
that the district now had six thousand non-native English speakers
in 1980 (representing fifty lingnage groups) and services were being
provided to all of the 2,700 students identified as LEP.

While the diversity of the student, , ulation of Fairfax County
was rather unique. du. t¢ the distri- ‘s proximity to the nation's
capital. what made this situatire: a - - se célébre was the fact that
no bilingual education was v ., ed 1.t the program. Instead, Fair-
fax opted for a high quality English as a Second Language program
reinforced by a comprehensive array of ancillary services and a top-
level staff. A similar approach involving intensive instruction in
English language skills was adepted by Montgomery County, VA,
another major suburb of the Distrizt of Celumbia, which .probably
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had more children of foreign diplomats enrolled in its schools than
any other district in the nation.

As could be expected. the mass media played up the fact that
these districts had spumed the bilingual concept and had achieved
miraculous success with a simple English language immersion pro-
gram. This somewhat misleading reporting caused a great deal of
excitement among those who “knew there was something wrong
with bilingual education™ but could not quite put their fingers on
it.

Speaking extemporancously. President Ronald Reagan strongly
criticized government programs that encouraged bilingual educa-
tion, calling them misguided -attempts o preserve immigrants’
native languages instead of helping them learn English. In a speech
to the National League of Cities in March 1981, the President cited
the Washington suburb as an example of a Federal program setting
unrealistic standards for local communities.

“In Fairfax County. Virginia, for example, students come from
fifty different language backgrounds. fifteen of which are spoken by
more than twenty students.” Mr. Reagan said. "Were it able to follow
the formal HIS (Health and Human Services) guidelines. the county
would incur the expense of sponsoring bilingual programs in fifteen
languages. including Urdu. Hindi, and Laotian.™* '

~ Then. departing from his prepared text, the President added.
“Now. bilingual education, there is a need. but there is also a purpose
that has been distorted again at the Federal level. Where there are
predominantly students speaking a foreign language at home. com-
ing to school and being taught English. and theyv lall behind or are
unable to keep up in some subjects because of the lack of knowledge
of the language. I think it is proper that we have teachers equipped
who can get at them in their own language and understand why
it is they don't get the answer to the problem and help them in that
way. But it is absolutely wrong™ he concluded. "and against Ameri-
can concepts to have a bilingual cducation program that is now
openly. admittedly dedicated to preserving their native language and
never getting them adequate in English so they can go out into the
job market and participate.”

What the press did not report was that Fairfax was budgeting
<2 million exclusively for the ESL program and additional expen-
ditures averaged $750 per LED pupil above and bevond the district’s
average per pupil expenditure of $2.696. All in all. it spent in exeess
of 83,660 per LEP student. Pupil-teacher ratio averaged twelve Lo
one. An instructional staff of 110—half of them bilingual—were
assigned to the program. (There had been twelve in 1975.) Sixteen
fundred LEP students had participated in a tuition-free summer
program in the 1979-80 school year. The program had been stalfed
by forty teachers in addition to the regular summer school cadre.
Notices to parents were sent in the parents’ language. The district
wils using a well-coordinated. centralized registration procedure
(hat enabled it to identify and assess potential LEP students within

18 hours. The district provided intensive instruction in under-

244



O

ERIC

Aruitoxt provided by Eic:

The Best of Two Worlds 235

standing, speaking, reading, and writing English. Periods of instruc-
ion varied from a mininn of .15 minutes to a full day, depending
m the child's need. One-on-one tutoring was also provided as
1wecessary. Most importantly, there was close coordination between
nglish instructors and regular classroom teachers to ensure their
rurricula meshed.

If Fairfax proved anvthing, it proved that, in the final analysis,
<EP children can be taught either bilingually or monolingually—as
ong as they are taught well. Yet, it cannot be denied that the Fairfax
story—not the Fairfax program, but the story—was very damaging
.0 the bilingual education movement. It hurt because most of the
ress corps editorialized on sclected aspects of the Fairfax program.
And it hurt because the story broke about the time of the Lau
controversy and other negative developments surrounding bilingual
*ducation.

WEAK OCR ENFORCEMENT

Most media reports implied that Fairfax had simply defied the
Oifice for Civil Rights and that OCR had simiply acquiesced. Given
he shift in national policy. those stories seemed plausible. The
wtion of a retreating OCR was undoubtedly comforting to many
school districts which were being monitored by the agency or had
een on the borderline of compliance. However, the very idea was
Adarming to advocates of LEP children. Although they had long
deplored the reactive approach of OCR—and had continuously
arged  the ageney  to assume o more aggressive, proactive
role—bilingual activists understood too well that low key enforce-
ment was better than no enforcement at all.

IHHEW's Office for Civil Rights was scemingly caught in the
crossfire between civil rights advocates and school districts on the
issuc of what services schools were legally obligated to provide na-
tional origin minority children whose ability to speak English was
imited. On one hand, a number of schonl districts complained that
DCR's regional offices exceeded their boundaries by trying to force
specifie approaches to bilingual education on school authorities.
Claiming to speak for numerous school districts: the National
School Boards Association said OCR's regional offices were already
misusing the Lau Remedies. NSBA said it had received complaints
through its state branches that OCR's offices in Denver, Scattle, and
Dallas had pressured districts to follow the Lau Remedies as though
they were mandatory. Civil Rights groups, on the other hand. said
OCR already placed a very low priority on Title VI enforcement for
national origin minority children. In the region handled by OCR's
Denver office, for example, no discrimination complaint had ever
gotten as far as an administrative hearing,

Weak OCR enforcement of the Lau requirements—and of T itle
VI of the Civil Rights Act of 1961, in general—was often blamed for
the continuing failure of LEP students in schools without adequate
services. In essence. many people obserVC( that OCR's "bark was

i
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worse than its bite.” Despite the agency’s rhetoric about withholding
Federal funds from districts in noncompliance and encouraging
judicial support for the agency's rules and regulations, OCR enforce-
ment was often cautious—almost apologetic. Not one district was
ever deprived of Federal funding, in spite of ample evidence of non-
compliance. And now there were reasons to suggest that OCR’s value
as a deterrent—however slight in the past—would decrease even
further.

In a reversal of its previously-proposed plan—but in keeping
with Bell's policy of noninterference with local control—OCR's final
operating plan indicated the agency was cutting in half (to ten
investigator years) the time it expected to spend monitoring com-
pliance with Lau-type bilingual education programs in 1981. The
proposed monitoring had been “an optimistic figure” that had to
give way to a need for more investigator time for complaints. accord-
ing to OCR. The fact was OCR was reducing the time it would spend
on all its enforcement functions. This series of events—and its
potential for a domino effect—prompted the creation of the Ameri-
can Coalition for Bilingual Education for the purpose of defending
the cause of bilingual education using the political process.

THE NEW FEDERALISM

Bilingual advocates were deeply concerned about the Federal
administration's unveiling of a new federalism, which would permit
each state—possibly each individual school district—to set its own
priorities. They felt that the Federal leadership had stimulated most
of the progress they had experienced in the last two decades and
were wary of backsliding to the “sink or swim” era of neglect if the
Federal presence were removed.

The new federalism promised to drastically reduce expen-
ditures for social services and to remove Federal control—and
Federal responsibility—for several key government functions. A
strong case—based on the U.S. Constitution—was being made for
the removal of the Federal presence from education.

The Tenth Amendment (the last of the original Bill of Rights)
stated that powers not delegated o the United States (Federal gov-
ernment) by the Constitution, nor prohibited by it to the States. are
reserved to the States respectively. or to the people. The Constitution
had made no mention of education, thus the duties to provide and
regulate educational services were not in the realm of the Federal
government, but belonged instead within the purview of each indi-
vidual state. To the extent that states delegated this authority, it
was extended to local educational agencies. (An exception to this
policy was found on Indian reservations, where Native American
children were the legal responsibility of the Federal goverrment and
were educated through the U.S. Bureau of Indian Affairs.)

One of the basic tenets of the new federalism was to transfer
domestic programs from the nation’s capital to the state and local
levels of government. This wauld p)e done in part by relaxing enforce-
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ment of Federal guidelines, deregulating formerly-mandated pro-
grams, and by consolidating the funding for previous categorical
programs and allocating instead a block of money directly to SEAs
and LEAs. By attaching no substantial regulatory conditions to
these block grants, states were given more discretionary power with
less Federal interference. Initially, the theory seemed appealing to
local administrators. [fowever, because of general cutbacks in Feder-
al aid. the lump sum they would receive would be about 75 percent
of the amount needed to continue all antecedent categorical pro-
grams. Because local institutions and agencies would have to as-
sume many services previously provided directly by discontinued
Federal programs, they would have to. in fact, do more with less

Those who opposed the Federal presence in education pointed
out that the Federal government was providing only eight percent
of the education budget. Minority groups retorted that, left to their
own discretion. local policymakers would not provide the equity
services for which categorical grants had been paying, It was fairly
obvious that State and local governments were already picking up
cues from the national conservative trend that had begun in the late
seventies. Acting on the assumption that OCR, the Department of
Justice, and other Federal regulatory agencies were not likely to
pursue earnest Civil Rights enforcement in the early eighties, many
bureaucrats were conspicuously abandoning their compliance func-
tions with regard to affirmative action. desegregation, and equal
educational opportunity.

Needless to say. advocates of bilingual education were relieved
when Secretary Bell announced that Title VII ESEA would be kept
out of the grant consolidation process: a merciful decision. for most
people agreed that given the low level of priority in which bilingual
instruction was held in most local school systems and the lack of
national origin minority representation on local boards of educa-
tion, block grants were not likely to be used to fund bilingual pro-
grams.** Bilingual education was to remain a categorical program
and continue to be administered from Washington, as in the past,
as a mix of competitive and formula grants but. as all other pro-
grams, it would have its funds reduced by approximately one-fourth.
This reprieve was critically important, particularly at a time when
some State legislatures were trying to rescind or dilute bilingual
laws that had been enacted during the seventies.

THE PENDULUM SWINGS BACK

California, which in 1976 had been the first state to adopt a
really comprehensive bilingual education law. passed a new law in
1980 to speed the learning of English in bilingual classrooms. It
stated the goal of bilingual education was to develop English
language fluency. A key feature required school districts to set stan-
dards for determining when bilingual students should transfer to
regular classrooms. As a result many districts were expected to move
students out of bilingual classes earlier. - :
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‘The compromise bill emerged from a bitter battle between
Latino and Anglo legislators over charges that the State’s bilingual
program was weak on teaching English. But the bill also headed off
a move to allow districts to abandon bilingual education altogether,
This would be the first in a series of efforts in the 1980s to rescind
or recuce the effectiveness of the State bilingual mandates that had
heen enacted during the 1970s, Bilingual education advocates in
Hinois and New Jersey were able to fend off legislative assaults upon
their states’ bilingual laws. . .

Massachusetts, which had the distinction of having been the
first state in the nation to mandate bilingual instruction, attempted
in 1981 to make some drastic changes in its law. The amendment
proposed to:

(1) reduee bilingual entitlement from three years to one:

(2) provide ESL-only services to LEP studenis—at the discretion
of local school committees:

3) give local school committees, rather than the SEA, the power
to set class sizes and teacher-student ratios:

() void the rules and regulations that had been promulgated by
the SEA. '

[ronically. the Massachusetts legislature attempted to do this
at the same time that two thousand bilingual educators from
around the world were mieeting in Boston for the Tenth Annual
Internationa! Bilingual/Biculturai Education Conference sponsored
by the Natiohal Association for Bilingual Education, When news of

_ the proposed amendment spread throughout the conference, par-

ticipants joined Massachusetts residents in a march to the State
House to protest against the change. "No elimination of bilingual
cducation.” chanted the demonstrators—to the wonderment of Bos-
tonian bystanders—as they walked from the eonference site to the
State’s eapitol,

After a brief rally on the Boston Common, they entered the State
House and trudged through the halls talking to anyone who would
listen, and pleading—literally pleading—{or support of bilingual
education. The Massachusetts law was salvaged that year. but bi-
lingnal advocates in Colorado were not as lucky.

The Colorado State bilingual requirement was replaced in 1981
by an English Language Proficiency Act, which did not specify what
Kind of program school districts should offer linguistically different
students. Yet, it was Iater found that only fourteen of the 41 Colorado
schoot districts that had offered bilingual programs during the
1980-81 school year had discontinued them in 1981-82. These dis-
tricts had changed to a tutorial approach in which students were
usually removed from the regular classroom setting for thirty to
sixty minutes daily for ESL prograrns.?%

Another policy reversal occurred in officially-bilingual Dade
County. where voters approved 3-2 a 1980 referendum declaring
Engiish their only official niuglge and forbidding the expenditure
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of public funds to promote bilingualism. Some-.political observers
belicved at least part of the backlash may have been a reaction
against the seemingly never-ending waves of refugees entering this
country—legally or othenwise. Concessions to bilingualism were not
temporary adjustments fer the duration of a crisis, they noted, they
were'indeed permanent. unwanted changes of the face of America.

\)
1
1



O

ERIC

Aruitoxt provided by Eic:

The Best of Two Worlds 241

2 2 Immigrant Language
Issues Make '
Banner Headlines

Cubans in the United States to one million, half ofwhom still

resided in Dade County~ in and around Miami. Two of every
five residents of Dade County were Hispanic. A great deal of con-
troversy surrounded the latest Cuban arrivals. however. They ap-
peared to be the antithesis of the original anti-Castro exiles who
had come from the political. execistive, managerial. business. or
other professional fields—and were more likely to be older. White,
politically-conservative, and upper class.

Converscly, “Marielitos™ were collectively younger, more likely to
be Black, poorly-educated. and from a lower socioeconomic class.
Most had been blue collar workers, some had come directly from jails
or hospitals, and all had lived under a Communist regiine practically
all their lives. In the years following their arrival in the United States.
these Cubans were often blamed for increased crime, unsanitary
conditions. and community unrest. [n 1981, Miami was listed by the
FBI as the most crime-ridden city in the U.S.—although most of it
was organized crime. .

Thatyear. the U.S. State Department issued the last visa rectify-
ing eight vears of illegal denial of permanent status to Western
Hemisphere aliens. Some seventy thousand additional resident
aliens. to whom "Silva” letters (a "promisory™ note safeguarding
their provisional status until it could become permanent) had been
awarded, were- informed that their stay in the United Stales had
ended. This caused an ugly dilemma for_most of these people, many
of whom had children who had been born here and were. thus, U.S.
citizens. The U.S, government was either forcing deported parents
to abandon their children or. in essence, expelling twenty thousand
American youngsters, .

TI-]IE 1980 MARIEL SEALIFT had brought the total number of

GUANTITATIVE AND QUALI TATIVE
CONTROLS OVER IMMIGRATION

The concern for unchecked immigration surfaced at the high-
est level of the Federal government. President Reagan himself stated
that "neither the United States. nor any other nation can absorb
all those who would come—whether to flee persecution or to seck
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a better lite” Other countries, he said, must bear their fair share
ol the responsibility. “There are limits to what this country can do
alone.” warned the President, "and these limits are reflected in our
laws.”

President Reagan asked the Attorney General to chair a Task
Force on bmmigration and Refugee Policy. The resulting bipartisan
Qeleet Commission concluded that the Cuban influx to Florida
“brought home to most Americans the fact that United States immi-
gration poliey was out of control.” While recognizing that imm-
grants greatly benelfit the US. the Commission emphasized the
need for enforcement of the nation's laws. As a result, the Attorney
General was submitting to Congress (in behalf of the Adminis-
tration) a legislative package based on eight principles designed to
preserve the nation's  tracition of aceepting foreigners lo its
shores--but in a controlled and orderly fashion.

1. We shall continue America’s tradition as a tand which welcomes
peoples from other countrics. We shall also, with other countries,
cottinue to do our fair share of resettling those who flee oppression.
At the same tine, we must assure adequate legal authority to estab-
lish control over immigration: to help prevent sudden large infhuxes

ol alicns, to improve onr border control, to expedite {consistent with

tair procedures and our Constitution) return of those coming here

illegally, to strengthen enforcement of our fair labor standards and

Jaws, and to penalize those who would knowlingly encourage vio-

lation of our laws.

3. Those who have become productive members of our society and have
established equities in the United States should be recognized and
accorded full protection of the kaw. At the same time, in so doing,
we must not encourage illegal immigration.

1. AWe lave a speeial relationship with our closest neighbors, Canada

and Mexico. In the spirit of a North American accord, our immigra-

tion policy should refleet this relationship.

We st also recognize that both the United States and Mexico have

nistorically benefitted from MeXicans obtaining cmplovment in the

United States. A number of our States have special labor needs, and

we should provide for these,

6. \We shall strive to distribute fairly, among the various localities of
this connty, the impacts of our national immigration and refugee
policy: and we shall improve the capability of those agencies of the
Federal governmient which deal with these matters.

7. We shall seck new ways to integrate refugees into our society without
nurturing their dependenee on welfare, .

8. Finally, we recognize that immigration and refugee problems require
mternational solutions: we will seck greater international cooper-
ation in the resettlement of refugees, and. in the Caribbean hasin,
international cooperation o assist accelerated cconomice develop-
ment to reduee motivations for-illegal immigration®”

s

_‘_j‘(

The President’s Select Comimission called for one-time amnesty
for most illegal alicns who were in the country prior (o 1980, but
the sixteen-member group also proposed fines for employers who
knowingly hired illegal aliens. These sanctions were met with severe
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opposition from the VS, Commission on Civil Rights and from the
nation’s Hispanics, who felt that they would burden them with
increased cha'lenges of their citizenship, encourage unwarranted
intrusions into private en.erprises, and discourage employers from
hiring anvone who “looked foreign™ or spoke with an accent .’

Because ol the proximity of Mexico and Cuba, it was believed
that the majority of illeg 1 aliens in the United States were Hispanic.

ut altiough gen raily not publicized. large numbers of illegal en-
trants fron various countries were casily walking or driving into the
U.S. by way of the Ciiadian border.

In the carly ighties, increasing numbers of refugees fleeing
from war-torn Central America wer ¢ arriving in the U.S. Mainland.
Many Central America.  as well as Cubans were also secking refuge
in other Latin American countries as well as in Puerto Rico. Rifu-
gees and other exiles from other parts of the world often emigrated
to other countries in their own continents. Nevertheless, the United
States was accepting (wi » as many expatriates as all other nations
combined. In the seven vears following the fall of Saigon to the
Communists in 1975, for example, more than a million people fled
Indochina. Approximately half of them came to the United States.

Local school districts, trying desperately to stretch their meager
resources to provide an educational opportunity to the children of
new immigrants. often turned to the Federal government for as-
sistance. For, while education was admittedlv a State responsibility,
immigration policies and their enforcement (which permitted the
influx of these unanticipated students) were clearlv. a Federal
prerogative.

FISCAL AND JUDICIAL SUPPORT

Farlv in 1981 the Special Impact Aid Program for Refugees was
established as part of the Education Amendments of 1980, (o help
districts with an influx of refugee chitdren from Cambodia, Vietnam.
Laos, Cuba. or Haiti. However, applicants for these various programs
were wirned to count refugee children only onee to eschew duplicate
funding. In fact, an amendment was introduced later to consolidate
the Refugee Education Assistance Act with provisions from the
Impact Aid Program, the 1976 Indochinese Refugee Children As-
sistance Act, and the Adult Education Act. The Consolidated Refugee
Education Assistance Act would broaden ihesc programs to include
anv legid refugee 2':11(::_{()1}', Another part was added to the Refugee
Actol 1980 using regulations tdentical to the Transitional Program
for Refugee Childrea except for the eligibility criterion. This part,
under the discretionary authority of the Secretary of Education.
provided cducational services for Cuban and Haitian children who
had entered the country after November 1. 1979, Appropriations
language, however, stipulated that only states with more than ten
tnousand Cuban/Haitian refugee children could apply for the $6
million available. Only Florida was eligible. 2d8
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with the impending elimination of most Federal assistance
programs. more and more of the responsibilities of educating immi-
grant and migrant children were falling upon State and local educa-
tional ageneies. This problem was exacerbated—from the school's
viewpoint—by the fact that equity laws still required them to meet
the wpecial needs of these students. And the parents were using the
jndicial system to insure the rights of their children.

Idoho Migrant Council v. Board of Education, filed in 1979,
alleped that large numbers of Latino children in Idaho who had
trouble with English were not getting the education they needed,
Of an estimated 35.000 Mexican-Americans in the State. seven to
cight thousand were of school age. A trial court ruled initially that
school distriets should operate with relative autonomy and that the
State had no obligation to enforce Title VI of the 1964 Civil Rights
Act at the local level. The Ninth Circuit Court of Appeals reversed
that decision. ruling that SEAs must make sure LEAs adequately
cducate children, and remanded the case to the local court to decide
the issue of bilingual education.*?

In another case testing the 1975 Lau Remedies. the Fifth U.S,
Circuit Court of Appeals held in 1981 that the Lau guidelines were
merely i suggested compliance plan for districts failing to provide
any language assistance. Ruling in Castarieda v. Pickard. a 1978
case originating in Raymondville. TX. the Circuit Court said the fact
that a school district provided a program which differed in some
respects {rom the Lau Remedies was not in itself sufficient to rule
that the program was unlawful. The court also held that to state
a violation of Title VI required an allegation of the school district’s
intent to discriminate.*®

Raymondville. which had a history of separate school building
wings for Hispanics, had a student enrollment 88 percent Hispanic
but a teaching staff that was just 27 percent Hispanic. White Anglo
students were overrepresented by two and a half times their propor-
tion in the K-8 high-ability group—an impermissible discrepancy
in desegregating or recently-desegregated school systems.

The Appeals Court upheld the plaintiff’s rights to challenge
teacher hiring practices under the Equal Educational.Opportunity
Act of 1971 (EEOA74). which barred job discrimination as a denial
of equal education rights. After finding that 1703(f) of EEOA74 did
not require a showing of intent in order to state a violation under
it. the Fifth Circuit established the standards to be followed by the
trial courts when a program was challenged under this section of
EEOA7L

The Cirenit Court remanded the case to the District Court to
determine whether Ravinondville minority students had overcome

Cthe effects-of past discrimination. The court also called upon the

«chool district to administer achievement tests in Spanish to LEP
students,
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DISSENTING VOICES

The concept of bilingual education was receiving strong sup-
port where it really counted: in the courts. Unfortunately, the bi-
lingual movement was also being tried in the media. and mass
media was a powerful tool for shaping public opinion. Newspapers
and magazines rarely featured successful bilingual programs but
heralded in banner headlines and editorials every negative report
or attack on bilingual education. Radio and television did likewise.

This is not intended as an indictment of the news media. In-
deed. it was the unexpected—not routine—developments which con-
stittited news, Thus when Black economist Thomas Sowell spoke
out against the NAACP. affirmative action. and other areas of Civil
Rights advocacy, that was sensational news and the press rightfully
treated it as such. (Unfortunately, there were many who would be-
licve that these isolated news items reflected the national tenor)

Media did not report in any meaningful way that notable His-
panic ceichrities—such as Rita Moreno, Fernando Lamas, Antonio
Fargas, and Erik Estrada—had been strong, outspoken advocates
for bilingual education. Instead. true to their nature, media featured
the dissenting voices.

Perhaps the loudest discordant note was sounded by Richard
Rodriguez, whose book Hunger of Memory supported the notion of
separation of home and sehool. Rodriguez, whose personal story was
itsell a perfeet argument for bilingual education, perceived society
as consisting of two different worlds: one private, one pubtic. One
of the essential functions of the school, he observed, was to extract
children from the bosom of their family, community. or ethnicity
and to equip them with a voice (English) and a set of attitudes that
would serve as the passport to the larger ambitions of the public
world.

Advocates of bilingual instruction, ethnic studies, the legit-
imization ol Black English. affirmative action, and Spanish ballots
were missing the point, he reasoned, that education was a
metamorphic process intended precisely to transform students from
children to adults, from ethaics to Americans, Rodriguez saw
Americanization as a worthy goal even at the cost of breaking away
from one’s culture—and parents,

HHunger of Me mory was undoubtedly a very accurate portraval
ol Richard Rodriguez experiences and a very sineere philosophical
analysis of American education. Yet his critics argued that Ro-
driguez’ comments betrayed a poor grasp of the concept of bi-
lingual education as well as a politically conservative (or naive) at-
titude. By joining the ranks of the "I made it, why can’t you" elite,
Dr. Rodriguez added one more obstacle to the millions of Hispanics
who were still struggling against prejudice, discrimination, and
other unattractive aspects of American folklore.

The American press had a heyday with Rodriguez’ book. as it
did with the Fairfax report, but there were other developments that
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would prove detrimental to the bilingual movement in 1981. It was
a bad vear for bilingual education in the United States.

THE BAKER/DE KANTER STUDY

As part of the evatuation of the proposed Lau Regulations. the
White House Regulatory Analysis and Review Group requested an
examination of the literature on the effectiveness of bilingual educa-

~tion. focusing on the two areas of priority of the Federal policy: better

performance in (1) English and (2) nontanguage subject areas.

More than three hundred documents were examined, but only
u8 studies were found to meet the researchers’ methodological
criteria. Four basic instructional alternatives were identified in the
review: submersion. structured immersion, ESL. and transitional
bilingual education (TBE). :

In September 1981, the Department of Education released a
final draft report entitled. Effectiveness of Bilingual Education: A
Review of the Literature. by Keith A. Baker and Adriana A. de Kanter.
The report was a timely—albeit misrepresentative—commentary on
the state of the art in bilingual education. Highlights of the con-
clusions of the study included:

1. Schools can improve the achievement level of language mi-
nority children through special programs.

5 The case for the effectiveness of TBE is so weak that ex-
clusive reliance on this instructional method is clearly not justified.
“Too little is known about the problems of educating language mi-
norities to prescribe a specific remedy at the Federal level. Therefore.
while meeting civil rights guarantees, each school district should
decide what type of special program is most appropriate for its own
unique setting,

3. There is no justification for assuming that it is necessary
(o teach nonlanguage subjects in the child’s native tongue in order
for the language-minority child to make satisfactory progress in
school. However. if nonlanguage subjects are to be taught in English,
the curriculum must be structured differently from the way the
curriculum is structured for monolingual English-speaking stu-
dents.

1. Immersion programs. which involve structured curricula in
English for both language and nonlanguage subject areas, show
promising results and should be given more attention in program
development. '

5. The Tile VII program for bilingual education must take steps
to improve the quality of its program evaluations.

As with many reports of its Kind. this one raised more question:
that it answered. Clearly. the report did not fulfill the expectations
raised by the title. This situation was compounded by the fact tha
although the report purported not to represent the official positior
of the Department of Education. it had the Federal stamp of approva
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nonetheless and was nsed to publicly demean both the accomplish-

ments and-—of cqual importance—the expectations of transitional
bilingual education.® Critics of the report charged, among other
things, that the selection of the 28 studies out of the three hundred
reviewed—and the unnecessary exclusion of successful bilingual
programns—made them suspect that the researchers had picked the
studies most likelv to support their own premises.

Around the same time the Baker/de Kanter study was released.
Congress was pondering two bills that would have considerably
stifled the bilingual education movement. One was proposed by
Scenators Walter Huddleston (D-KY) and James Abdnor (R-SD) to
amend Title VII by:

(1) eliminating the provision that the student's native
language be used in instruction:

{(2) precluding the participation of LEP students who had
some oral proficiency but little or no skills in reading and
writing English:

(:3) requiring that {generally) students be exited from Title VII
programs within one year.

The other bill was developed by the administration and reflect-
ed its stated philosophy. Introduced by Sen. Samuel Ichyle Hay-
akawa (R-CA), its intent was basically to broaden the scope of bi-

lingual education to include funding for other teaching methods

and to narrow the definition of children eligible lor bilingual train-
ing in elementary and secondary schools. Neither the Senate nor the
House of Representa‘ives acted on these bills in the 97th Congress.

Bowing to the political reality and societal pressures of the carly
eighties, advocates of bilingual education had all but given up the
ideal of maintenance-type bilingual programs. They were at a low
point in their movement, struggling to maintain a modicum of
“survival® services for those children with the greatest needs. Yet,
while one segment of the Federal legislature was earnestly trying to
curtail the ability of some people in the United States to maintain
their fluency in languages other than English, another segment of
the same legislature was just as carnestly trying to enable American
students to learn another language besides English.

FOREIGN LANGUAGE PROGRAMS

A plan to offer schools and colleges incentives to boost their
forcign language instruction was introduced in 1981 by Rep. Paul
Simon (D-IL). chairman of the House Postsecondary Education Sub-
committee and member of President Carter's Commission on
Foreign Languages and Intemational Studies. However, the US.
Education Department objected to the bill, not because of lack of
meril. but because it constituted another categorical aid program.
which the administration opposed. Education Secretary Terrell Bell,
who called the lack of foreign language skills among American col-
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Jege graduates “a major national disgrace, ™ explained his objec-
tion:

While this departiment endorses efforts (o strengthen foreign
Linguage capabilities of American students, we are opposed to the
ereation by this bill of a new grant-in-aid program and a per capita
reimbursement scheme for this purpese. This bill would be in-
consistent with our efforts and present policies to consolidate a
~vstem of categorical grant programs into block grants with discre-
tion lelt at local levels, Furthermore, reimbursing colleges and uni-
versities would not offer sufficient incentives to improve foreign
language instruction to the extent required to have a significant
impact on the economy or national sceurity. Instead. high schools
and colleges should upgrade their standards simply by making
competence in a language other than English a requircment for
coliege graduation. The point here is that this is a local and Stale
responsibility,

Bell suggested folding the foreign language funds into the bi-
lingual education program, an idea that the legislators did not em-
brace. Although he supported bilingual education, Simon had con-
cerns about tagging the bill onto something that was "in serious
trouble.” Even Rep. Millicent Fenwick (R-NJ). who had served on the
President’s Commission and had championed bilingualism. op-
posed the bill because it was another new program at a time when
the administration was tiving to reduce Federal programs. Eventu-
ally. the Post Sccondary Education Subcommittee approved the bill
unanimously. ,

Renewed  interest in foreign and second language pro-
grams—including Latin and other classical languages—was
blossoming across the United States in the early 1980s. Part of the
reason was attributed to improved ways of teaching new languages
as well as continued government assistance for it. Grants authorized
under Title VI of NDEA were still available from the U.S. Depa’  ent
of Education to help train graduate students preparing (o cach
foreign languages and cultures in U.S. schools. Many states once
again were introducing foreign language programs at the elemen-
tary school level. In fact, Connecticut was honored by the American
Council on Teaching of Foreign Languages in 1981 for havirig nearly
forty percent of its public school students—twice the national aver-
age—studying a foreign language. Spanish was the most porular
language taught in Connecticut. followed by French, Italian and
Latin: although German. Portuguese. Russian, Polish and modern
tHebrew were also taught. Nationwide, the 1981 programs generally
fell into one of the following five categories:

1. FLEX (foreign language experience) introduced children to
the sounds and phrases of the second language and to that
language’'s culture(s). It gave students an introduction to.a second .
language, but did not have proficiency as a goal.

2. FLES (foreign language in the elementary schools)
emphasized oral language skills supplemented by language text-
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books. FLES progrums led (o limited conversational skills and some
iniroduction to the culture of the target language group, but they
did not usually lead to conununicative competence because of lim-
ited hours of instruction each week.

3. Magnet school programs, running from one to three hours
daily. taught the second language through content subjects. These
programs  developed  different  degrees of communicative com-
p(*l('n(-c. depending on their intensity.

Total immersion programs, as the name suggested. provided
mslmclmn in all subjects in the target language. including initial
literacy. English reading and writing were delayed, usually until
second grade. After several years in an immersion program, children
could be proficient in all four language skills of the second language
and conversant with its culture.

5. Although not & foreign language program. bilingual educa-
tion was geared (o developing proficiency in all aspects of two
languages, both of which were used by children in their environ-
ment. The second language was used from one to three hours daily
in all subject matter, and culture was an integral part of these
programs. In fact, FLES or SLES (second language in the elementary
schools) programs in 1981 had the advantage of access to bilingual
education materials developed for the elementary school in both
language and content subjects in a variety of languages. Reading
and social studics materials used in bilingual education programs
were a rich source of cultural information about minority language
speakers in the United States. By using the resources and ex-
pericncee developed in more than ten yvears of bilingual education,
these programs could help English- spmkm;_, children not only learn
to communicate with and understand the outside world. but others
in this country ns well+™

Other advantages ol the eighties ineluded the innovative and
practical uses built into foreign language curricula. For example,
high school students in Texas could get foreign language credit for
taking English, French, or Spanish Sign Language. Title VII was
funding a bilingual/bicultural program for Franco-American hear-
ing-impaired LEP students and their families. In 1982 the National
Assaciation for Foreign Student Affairs announced that universities
and community groups were eligible for grants to develop projects
that would enrich the stay ol foreign students visiting the United
States. Two million dollars wa, also available under Title Il ESEA
for an international understanding program intended to create pub-
lic awareness ol the actions. the cultures. and the people of other
countries through teacher training and related material develop-
ment. Under President Reagan’s proposed rescissions, however, a
fourth of that money would be eliminated.
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2 3 Rights Ir: Jeopardy

protective devises. the intensity of institutional challenges.
the inereasing pressure on performance standards, and the
generally weak political statuss of!.n'fulsllc minorities were combin-
ing quickly to create serious di fficulties for their children in schools.

TI [E REVERSAL OF previous legal concessions. the removal of

PROPOSED VOUCHER SYSTEM

As the Administration’s policy shifted to permit a broader range
of options for those wishing to disengage from government-spon-
sored services, il proposed a series of alternatives such as tuition
tax credits and school vouchers as strategies that would foster
healthy educational competition while protecting diversity. These
were still government-supported. but with seemingly less regimen-
tation and a great deal more latitude to pursue personal preferences;
thus. institutional accountability would be supposedly negotiated
on individualized bases instead of being regulated in a unitorn
manner by governmental quality control agencies.

Eighteen states had voucher referenda on their ballots in No-
vember 1981 and twenty voucher proposals had been introduced in
the 97th Congress. although the only experience with vouchers in
the United States had shown that choices had not been primarily
guided by curriculum quality. Instead. parents had chosen schools
mainly on the bases of noninstructional factors. such as the lo-
cation. social class or ethnic composition of the school. and the
consideration of keeping siblings together.

Many educational. civic, and political leaders feit that vouchers
would be a disservice to minority group children. A voucher system,
they argued. was fundamentally flawed because it incorrectly as-
sumed that parents of disadvantaged students would be able to
make informed choices about the quality of schools. Vouchers, they
said. constituted empty promises. Unless minority parents had ac-
cess to information about schools and the ability to digest that
information, “vouchers would hurt minority school children more
than they would help them.” testified Dr. Michael Olivas. research
director of the League of United Latin American Citizens' Naticnal
Education Service Centers.

High income families usually subscribed to more periodicals.
had a better knowledge of existing literature. and were more likely
to use libraries than were poor {amilies. Minority communities re-
lied on highly informal communication networks, gammg most of

55



O

ERIC

Aruitoxt provided by Eic:

252 Dicgo Castellanos

their information by word of mouth. Thus, a complex voucher plan
wis more likelv to decrease participation by low-income families, as
these oral information networks would have been inadequate (o
convey complicated data on school characteristics or parental
prerogatives to organize and establish new schools. Those parents
most likely to participate by receiving information and by pos-
sessing the skills or resources to seeure skills would be advantaged
parents. To suggest otherwise was o ignore the evidence and the
experience of carlier voucher proposals. which had shown that His-
panics-—colleetively—lacked the time, the aggressiveness, and the
familiarity with the complexities of the educational process to be
able 1o do "comparison shopping” for the best cducational options
for their children. This is not to suggest that Hispanic parents could
not have risen to a level of sophistication that would have enabled
them to make the right choices—if the schools had taken the time
and effort to provide them relevant training and timely information
to assist them in their decision. That this important information
would have reached all parents—-especially national origin mi-
norities—in a manner that they could understand it was rather
doubtful.

LLACK OF POLITICAL PARTICIPATION

This isolation from the mainstream of American society had
not only kept Hispanics from having access to vital services and
other resources, it had kept them from participating in the demo-
cratic process entirely. This had been one of the reasons why His-
panic civic.leaders and Civil Rights activists in general had argued
for wilingual ballots in the mid-seventies. And although many Ameri-
cans had objected, the bilingual ballots were provided as part of the
Voting Rights Act. In the carly eighties, prior to the reauthorization
of the Volting Rights Act, opponents of bilingual ballots renewed
their efforis to rescind them.

One of the most powertful crities of the bilingual ballots was U.S.
Sen. S.I Hayakawa (R-CA) who argued that the US. naturalization
process required an individual to read, write, and speak words in
ordinary usage in English. "To vote, one must be a citizen. and
presumably should be able to communicate in English.” rcasoned
FHavakawa—obviously forgetting about Puerto Rico. where U.S.
citizens had been voting in Spanish for 64 years.

Sen. Hayakawa. himself a naturalized U.S. citizen born in Can-
ada of Japanesc extraction. seemed extremely concerned by the
trend toward bilingualism in the United States. In 1981, he
proposed a constitutional amendment to prevent states from requir-
ing schools to teach non-English-speaking students in their native
language and to make English “the official language of the United
States"—a gesture of little practical consequence.

In 1982, culminating a long, often bitter struggle between
elected representatives and Civil Rights groups, President Reagan
signed into law a 25 year extension of the Voling Rights Act. The
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minority language provisions were left intact in the new legislation.

Lack of political participation had been a particularly critical
problem with U.S. citizens of Hispanic ancestry. Hispanics were on
the negative end of the scale of all the variables normally used by
analysis (ethnicity, age. education, socioeconomic conditions) to de-
termine the degree of political involvement that could be predicted
for a given group of people. Election statistics showed that an aver-
age of 47 percent of the White Anglophone electorate usually turned
out to vote compared 1o 37 percent of the Black Anglophones—but
only 23 percent of the Hispanics. (In the 1980 presidential election,
only an estimated thirty percent of some nine million Hispanics of
voting age had gone to the polls, compared to fifty percent for Blacks
and Whites.) Only 23 percent of those aged 18-24 normally voted
compared to 59 percent of those 45-64. (The Hispanic population
was collectively vounger, thus fewer voted.) Only 35 percent of the
high school graduates were said to vote, but 64 percent of the college

. graduates voted. (A lower proportion of Hispanics had college

degrees so. again. voter turnout was much lighter for Hispanics.)
Only about 37 percent of blue collar and service workers (which
most Hispanics were) were reported to vote on the average., com-
pared to 55 percent of the white collar workers.

In addition to these indicators, Hispanic voters were often in-
timidated by their own lack of proficiency with the issues, or by the
fear of discrimination and embarrassment. (INS agents had been
known to check on voters requesting bilingual ballots for the possi-
bility of their being in the country illegally.) In some cases, Hispanics
simply lacked interest because of unfamiliarity with local issues or
candidates. (This was especially true in the case of Puerto Ricans,
many of whom expected to return to the island some day and thus
considered their stay in the Mainland to be temporary.)

Political observers in the carly eighties were predicting that this
sttuation would change rapidly because the new wave of migrants
was much better educated than their predecessors and thus much
more likely to get actively involved in politics. Very few in Puerto Rico
were siill specializing in agriculture since the sugar industry had
collapsed. More were involved in technology. (Puerto Rico had been
considered the pl armaccutical capital of the world.) More Puerto
Ricans were gradueing from college. more were professionals, more
were bilingual. Juse as other US. eitizens did not limit their job
hunting to their ome state, modern day Puerto Ricans were not
confining themselves to the island when secking employment. Near-
v half of the cleetrical engineering graduates from the University
of Puerto Rico campus at Mayvagtiez in 1982 took their first job on
the Mainland. One-fifth of the physicians graduating from the
island's four medical schools were leaving to practice their pro-
fession in the States. And just as other Americans do not necessarily
return to their home states once they have left, fewer Puerto Ricans
were planning to return to the island if their first job venture did
not work out. More would probably migrate from their port of entry
to other states it they felt the need for a secox1c2517ge of ambiance.
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This wis evident i the carly eighties when Puerto Rican migration
wirs Hlowing toward the Mainland again—and increasing, The rate
tripled from 11,000 one year to 33.000 the next.

At one point in the early eighties, Hispanices in the United States
hoasted one governor: eleven members of Congress (nine con-
oressien and 'wo non-voting delegates): 47 mayors of cities with
populations of more than thirty thousand {including San Antonio,
Deneer, Miami, Tampa, and Santa Fe)l: many judges at different
levels of the judiciany: and members of State legislatures, cabinets,
city couneils, and state and local boards of education, The director
of NII was Hispanic. as were superintendents of major school sys-
tems—including New York City and Hartford.

In the past, Hispanies had served as US. commissioner of"
edueation, governor, US, senator, and presidents of boards of educa-
tion in the nation's largest school districts (including New York City.
Chicago. and Los Angeles.) One Hispanice, Joseph 1. Rodriguez, had
chaired the New Jersey State Board of Higher Education, the State
Conunission of Investigation, and the New Jersey Bar Association.
In the carly eighties, he was the New Jersey Public Advocate and
Public Detender. Generally, these individuals—those appointed as
well as those elected—achieved their statuses on their own merits
and seldom on the political strength of their Hispanic constituen-
cies,

Unable to altect the legisiative process because of their own
cornmunity's widespread political apathy, Hispanie civie leaders had
turned instead to the judicial process and were fairly successful in
using the law of the land net only to proteet the eivil rights of their
constituents, but in foreing the nation to live up to its promise of
frecdom, justice. and equal protection. The courts, in fact, had af-
firmed that even the children of undocumented entrants had rights
to equal protection under the law and. thus, rights to free schooling
and cqual cducational opportunity. And, although this affirmation
had been challenged by the State of Texas in a consolidated case
which had originated in Tyler, the Appeals Court had reaffinned the
lower court ruling,

CONSTITUTION APPLIES ALSO TO ILLEGALS

I 1981, the US. Supre ne Court was asked to untangle immi-
gration law and set the scope of the Fourteenth Amendment as it
applied to free public education for illegal atien children. Tyler's
<hiool hoard sind Texas argned in their appeal brief that the Fifth
US. Circuit Court of Appeals had misinterpreted. the Fourteenth
Amendment equal protection clause as it applied to undocumented
children.

Texas debated the issue of “jurisdiction™ both in terms of
whether illegal entrants are within the jurisdiction of an unknowing
or unwilling bost nation and if so, which level of government—State
or Federal—actually has jurisdiction over them. Thus. the justices
had to not only consider the legality of the Texas law, but also the
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broader issue of the applicabilitv of the equal protection clause (o
persons who are physically, albeit illegally, within a State's jurisdie-
torn.

The US. Justice Deparunent changed its stanee from opposi-
tionr 1o no position on the Texas school law. The 1981 Federal gov-
cinment decided not to continue the Carter administration’s con-
situtional attack on the Texas law because “education traditionally
has been—and remains—primarilv the provinee of the states rather
than the Federal govermnent,” The Department of Justice filed a
briel before the Supreme Court which asserted the Department’s
neuiralitv in the casc.

Texas authorities denied the notion that the law was racially
motivated. Just the opposite, they said. an inercase of the State's
disadvantaged population would be detrimental to those Mexicans
who were in the country legally. The State was especially reluctant
to attract new immigrants in the absence of any indication that
Congress was willing 1o spend money on a problem caused by “Fed-
eral default” Lax immigration enforcement had left school systems
and the State in a fiscal bind as thev tried to allocate limited re-
sources for education. Texas contended.

During the one and a half hour oral arguments the Supreme
Court justices peppered the Texas @ttorneys with a barrage of sharp
questions—cquestions ol unusual intensity and range. The justices
wanted to know whether fire protection could be denied to illegal
aliens. found it inconsistent that Texas could defend an illegal alien
school ban while it could not legallv deny education to the children
of convicts, compared illegal atien children with illegitimate ckildren
(who have no control over their status), and asked Texas if the State
would rather have uneducated aliens. 2

According to the Texas Association of School Boards. the free
education ban in Texas was similar to manv laws under which
contiguous states refused to educate nonresidents—the difference
was Texas had o thousand-mile border with Mexico. Other states,
however, were alreadv educating illegal aliens “because thev are
there” according 1o Peter Roos. counsel for the children. Thus the
implications of a victory for illegal aliens in Plyler were likelv o be
exaggerated. Converselv, High Court sanction of the Texas tuition
practice could stimulate other financially burdened states to enact
similar measures—especially those likely to be ports of entry for
undocumented entrants,

More than four million school-age children in Mexico were not
being educated and would be drawn to Texas unless the State was
allowed to bar undoctinented aliens {rom attending schools free, an
attorney for Texas told the US, Supreme Court. The prediction was
a kev element in the State's argument that Texas should be allowed
to ban free schooling for atien chilcdren.

Reacting to news accounts of Texas™ arguments at the High

" Court, the Mexican Secretariat of Education—which had been un-

believably quict on the whole issue—released a statement ealling
Texas” claim “totally false and unfounded,” Mexican children, the
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messape contended, would have no reason to come to the United
States just to get an education, which was already available in their
own country. The statement said Mexican workers generally crossed
the border for better paving jebs (by Mexican standards). so a school
law decision would not affect future emigration.

lowever. a Texas attorney noted that the number of illegal alien
children in the border Brownsville district jumped from 182 before
the prevailing court orders 1o more than 1.300 the following school
vear, It was “guestimated” that 11.000 illegal students were en-olled
in Texas public schools in 1981 (about 0.4 percent). Mexico's ccon-
omic growth had not kept up with its populatiot: growth, thus
emigration—legal or otherwisc—was providing a critical safety valve
for the pressures of unemployment, On the northern side of the
horder these workers were a source of both cheap labor and internal
revenue, thus helping the US. economy as well.

For his part, contradicting his State’s basic argument in this

case. Governor William Clements feit Texas could educate its illegal
aliens without “serious problem.” The Governor added. however,
that Texas would still ask the Supreme Court to uphold the con-
stitutionality of the 1975 statute which denied State aid for the
education of undocumented aiien children.

‘The US. Supreme Court did not uphold the Texas law. A divided
High Court ruled by a 5-4 vote on June 15, 1982 that illegal aliens
also have constitntional rights in the United States under the Four-
teenth Amendment's provision that no state shall deprive any per-
son within its jurisdiction of the equal proteciion of the laws %

‘The words were deceptively simple, but their mieaning was in-
credibly vast. The decision meant that. for the first time, (the esti-

mated two miltion) undocumented workers in the United States had

been dectared to be “persons” under the Constitution and entitled
to equal protection as stated in the Fourteeth Amendment. The
justices made it clear, however, that the Federal government should
share in the responsibility for educating these children. because lax
labor policies encouraged their parents to enter the Uniterl States
and stav.

Political leaders in Texas and the other states most likely to be
alfeceted by the Plyery, Doe ruling wasted no time in looking for ways
to get Federai funds to local school districts to help cover their costs
in cducating the undocumented children.

Recognizing that (1) the influx of aliens was likely to continue
and to grow. (2) alien children constituted a finaneial burden be-
cause they reguired services that many schools were not geared to
provide, and (31 Texas was one of the states most seerely impacted
by silicns —especially undocumented aliens—Rep. Eligio (Kika) de la
Garza (D-TX) introduced a bill to assist school districts that enrolled
legal and illegal alien students, Most ol the districts that would have
been eligible for the Alien Education Impact Aid of 1981 were located
along the Texas-Mexico border. For his part. Sen. Jesse Telms (R-
NC) introduced a plan to overturn the Supreme Court's ruling, but
the Senate voted 6:1-35 to lub.lc_‘lhe move.

i
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Inasequel to Plygler, incidentally. the U.S: Supreme Court up-
held another Texas law that authorized a school district to bar
children vho moved into the distriet (1) without their parents and
(2) basically to get to education. Ironicallv. this case involved an
American citizen of Mexican descent. 3

Roberto Morales, born in the US. in 1968 to Mexican aliens
who later could not re-enter the country, had moved to McAllen. TX
in 1977 and tried to attend school while living with his older sister.
Ovalia Martinez, But a 1978 Texas law said students seeking tui-
tion-free schooling and living apart from their parents or ;_,uardlann.
had 1o prove their residency was "not for the primary purpose ¢!
attending the public free schools.” (The youngster's sister was con-
sidered his custodian. not his legal guardian).

The Fifth U.S. Circuit Court of Appcals had supported that law
in 1981 as a statement of the “ultmate universal test of resider.cy:
subjective intent.” It was estimated that thousands of American
citizens were born to Mexican nationals and other aliens who had
been in the US. illegally or with temporary visas.

LAU REMEDIES WITHDRAWN

A new sel of Lau rules to replace the six-year-old Remedies had
been promised by the US. Department of Education in the begin-
ning of 1981, when the Secretary of Education witiwdrew the rules
that had been proposed in 1980. Instead. however, a year after the
withdrawal of the proposed regulations the Department of Educa-
tion quietly dropped the Lau Remedies as well. Department officinls
were now saving a school may use “any effective approach™ to teach-
ing those children, including “total immersion™ in English.

Between four and five hundred school districts across the
country, which had negotiated Lau plans with OCR. could now
cither continue implementing their programs if they were satisfied
with them or negotiate new options with the Department of Educa-
tion. The prospects looked bad for LEP students after the Education
Department’s general counsel. Daniel Oliver (former executive editor
of the National Review). issued an internal memorandum saying
the department and school districts had "no obligation to provide
extra services™ to non-English-speaking students unless the district
had been found guilty ol intentionally discriminating against them.
He based his legal opinion on the Ninth US. Circuit Court of Ap-
peals’ 1973 ruling in the case that the Supreme Court overturned
in its 1974 raling 105

Removing the guidelines or the memorandem did not lessen
the responsibility of schools to serve LEP children nor their liability
for noncompliance. and should not have been taken as a rejection
by the US. Department of Education of the concept of teaching
children in a language they understaned since Secretary Bell had
publicly supported the need for bilingual educe ion. On the other
hand. the extrinsic value of the Lau Remedies could not be over-
estimated. Without a doubt, the withdrawal ofthq.au Remedies was
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a major blow to hilingual cdueation and linguistic minorities in the
United States, I wis the only document around that attempted-to-—
define what a school distri: . might do to provide services to children
w..h lit*le or no ability to speak or understand English. In recent
vears. the Renedies had attained a high symbolic value among
advocates for Tlispanics and other national origin groups because
they amounted to an affirmation that the needs of language mi-
nority children had to be met.

Many bilingual educators and Civil Rights advocates were
gravely concerned (b i withdrawal of the Lau Remedics, if followed
by with-drawal of the HEW Memorandum, would be perceived by
school administrators as a message that they could legally refuse
1o serve LEP students. ““hat fear, while justifiable, was not legally
grounded. The fact was the Lau Remedies simply suggested ways
to comply with the Lau ruling. The ruling was the legal basis for
the schools” obligation to provide serviees. Likewise, the 1970 HEW
Memorndum  had simply sought to remind schools of their
responsibitities under the Civil Rights Act of 1964. The Act was, in
arnd ol itscll, the legal mandate. Serious doubts remained, however,
as 1o whether an already-singed OCR would in fact enforce the Act
swvithout the buttress that had been provided by the Lau Remedies.

In 1982, OCR was found guilty of failing to meet the court-
imposed time frames in 97 pereent of its compliance reviews. Some
OCR officials admitted to deliberately disregarding the timelines so
as not (o antagonize the violators. but others decried what they
termed an obsession with beating deadlines at the expense of the
qualdity of the settleriients. They said much of OCR's activity had
focused on procedura. rather than substantive matters. At one
point, OCR officials found a way o reduce their backlog by
reschieduling cases and categorizing then. as “frontiog”—a mean-
ingless distinetion. In the 1982 ruling. the judge allowed the agency
(o establish new time frames for processing complaints. Although
no new complionce reviews were o be conchicted, OCR would in-
vestigate Lau-related comyplaints while completing previously-in-
itiated reviews. The agency was also looking at states—particularly
Texas and California—to determine the feasibility of formally shar-
ing Title VI enforcement res; onsibillties.

U.S. V. TEXAS REVERSED

Because they were home "o the largest populations of linguistic
minosities in the US. these two states were esp cially important in”
the enforeement of the national criginaspect of Title VI, from which
the HEW Memorandum—and subsequently the Lau ~uling—had
emanated. Lai in fact, had originated in California. Texas, for its
part, had been fighting a 1981 court order. issued by a Federal
District judge in U.S.v. Texas. 10 implement a comprehensive state-
wide bilingual education program. In 1982 the Fifth Circuit Cou.rt
of Appeals overturned the lower court's decision, setting off another
media blitz repudiating the bilingual movement. Ajcain, the nation’s
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mass media plaved up the “newsy™ aspeet of the story: that the

TTHTASSIVE bilingaal program™ ordered by Judge William W, Justice

of Tvler. TX had been struck down on appeal. What the media did
not report was that the Fifth Circuit's ruling had been influenced
by series ol legal technicalities having relatively little to do with
the substance of the original complaint, the merits of the lower
court’s decision, or the validity of the bilingual methodology as a
remedy for LEP students.

Essentially, the three-judge appeals panel held that the case
was underpinned with facts that were fundamentally flawed. For
instance. data submitted in evidence were insufficient to support
determinations of past practices of segregation. On the other hand,
the Circuit Court gave weight to testimony given at the appeal to
justify the Texas Education Agency's motive for holding back on
bilingual instruction. TEA contended that total immersion in Eng-
lish was once believed to be the best way for LEP students (o master
English,

In conclusion, the higher court ruled that the facts of the case
did not warrant the sweeping statewide order imposed by the lower
court. The Appeals Court also felt the District Judge should have
takeninto consideration the effects that the Texas bilingual law
enacted around the time of his ruling would have had upon his
order. (TEA arguced that the new law made the court order moot.)
Thus. the Fifth Circuit Court suspended Judge Justice's order, but
remanded the case 1o him for further deliberation.

In reversing the decision, the Appeals Court indicated that
individual school districts impacted by Judge Justice's order (be-
causc it exceeded the imperatives of the State law) should have their
day in conrt to argue for their specific necds and priorities, and be
given the opportunity to offer alternatives or to show cause why they
should be exempted altogether from the court order. Of course, this
meant also that parents could likewise argue for more com-
prehensive bilingual programs at the local level.

However. the extent to which negotiations with school
authoritics at the local educational agencies would cause districts
to recrder their priorities, modify their curricula, and tailor their
staffing patterns 1o accommodate the learning styles and special
needs of language minority students—and generally result in an
equitable distribution ol vital resources—would depend greatly on

‘the degree of sophistication and poelitical elout of the local communi-

tv leaders and the parents of affected children. These dynamics
wourtdd, nat: rallv, vary from district to district.

BLOCK GRANTS ‘

This checkered approach was one of the featuies of the new
federalism. A= part of both, his new federalism economic package
and his plan to dismantle the newlv-created Federal Department of
Educat.on. President Reagan began to consolidate educational pro-

grams into lump sum direct-grants to"SEAs and LEAs. THe Presi-
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dent's plan called for this to happen gradually, beginning with ap-
proximately - 1h (more than a third) of the programs and increasing
until most programs were lumped into block grants. Chapter 2 of
the Education Consolidation and Improvement Act authorized block
grants to SEAs and LEAs based on their numbers of school-age
voungsters. But Chapter 2 block grants were not intended to sup-
port any specific categorical programs: the money could be used at
the discretion of local polievinakers. Tn a departure from past prac-
lice. there were to be no requirements for matching funds and no
demands that Federal funds supplemented ratner than supplanted
local funding,

Proponents ol Chapte = 2 argued that the block grants would
shift control of cducation | Hey away from the Federal government
and back to State and local 1! ities where it constitutionally and
historically belonged, and that the proposal would end the problems
caused by too many accounting regulations that aided bureaucrats,
not children, Opponents, on the other hand, feared that by dividing
Federal financial aid in this manner. the funds would have less
impact for necdy children. there would be less supervision to ensure
children's civil rights, programs o help children would compete for
funds at the local level, and there would be no assurance that funds
were available in targeted arcas where needs for certain programs
were the greatest

Chapter 2 was creating serious cquity problems because, while
it sent larger sums of money to more small schiool districts, it was
draining funds from large urban centers where most minority chil-

Cdren—including LEP students—attended school. The bulk of the

block grantswas doled out to school districts based on their number
of students, not on the special needs of these students.

n 1982, the first year of block grants, the U.S. Department of
Education granted $-+10 million to the states under Chapter 2 ECIA.
Only about five percent of all school districts were appropriating
portions of their block drants 10 promote educational equity. civil
rights, cultural diversity. and other human values related to under-
privileged groups in American society.

Only six pereent of all school districts were allocating any
money to antecedent ESAA-Lype prograums. for example. An average
of 8871 per distriet was appropriated for this purpose. Only five
percent of the districts were funding desegregation training and
advisory services (atan average of $94 per district). Only five pereent
of the districts were spenaing an average of $53 cach for cthnic
heritage studies, Only four pereent were spending something (o
foster  international  understanding, but the average amount
carmarked for this purpose was 100 small to be measured

Only a hall dozen states werc considering the needs of LEP
students in the distribution of Chapter 2 money o LEAs. Florida
had announced it intended to distribute 7.5 percent for foreign
language instruction. Rhode Island led the rest with six pereent of
its block grants allocated on the basis of LEP children. California,
Jowa. Texas, and Washington each allocated {ive percent_on that

*
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basis, Oregon alloeated 2.5 pereent 7 While districts were carmark-
ing about seven percent of their future block funding for purposes
thut could be related to equity, none of it was for bilingual education
or other programs associated with LED students.

This was terribly important in view of the ongoing reductions
or climination of Federal categorical funds and in light of the higher
standards that states evenwhere were setting for high school gradu-
ation. More iimportantly, fewer and fewer states were waiving these
requircments. even for students with special problems or those with
a history of educational inequity.

MINIMUM COMPETENCY TESTS

By 1982, twelve of the 28 school districts comprising the Coun-
cil ol the Great Citv Schools were requiring their students to ake
minimum competeney tests in order to graduate—and that number
was increasing. Some districts exempted LEP students from the
tests: but in most cases, LEP yvoungsters had to pass the test in
Englishas a graduation requirement. Exceptions to this were found
in New York City and Buffalo. which were giving New York State's
mathematics minimum competency test in 22 languages. New York
City was allowing writing samples to be taken in a student's native
language. Portland. OR was the only other school district planning
to translate its math tests into other languages.

New Jersey proposed in 1983 that any LEP student entering
the State’s school svstemn before the eighth grade would have to take
a graduation test in English as well as a language proficiency test
(LPT). A student entering the svstem after eighth grade could be
excmpted from the graduation test. but would have to pass the LPT.

Minimum competencey tests made a great deal of sense. The
graduanon of illiterate youngsters incapable of filling out a simple
job application had been a national disgrace and a source of pro-
found embarrassment for the nation’s schools for a long time. How-
ever, given the value of o high school diploma as an admission ticket
to cither higher education or the job market. minimum competency

‘tests were terriblv unfair to students who had not enjoyved the ben-

elit of equad educiational opportunity. In Massachusetts. for example,
Black and Hispanic students had about half as much chance as
White Anglophone students to pass basic skills competency tests
developed by local school districts.

In 1981 the Fifth Circuit Court of Appeals had upheld the trial
court’s decision in Debra P which postponed the use of competency
testing as o condition for receiving high school diplomas unitil all
students who had been exposed to segregated schooling and other
discriminatony practices were out of school. But in 1983 the Appeals
Court permitted Florida for the first time to withhold diplomas from
high school seniors for failing an “exit test.” That decision exerted
a powerful influence toward the formulation of similar conditions
for graduation i other places. At least 37 states were requiring
minimum competency examinations.

-
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24 Epilogue

MEMORANDUM sent by the Academy for Education De-
A velopment to Education Secretary Terrel Bell in 1982 said -

that high-quality bilingual programs “should be supported
by all Americans who care about the future strength and welfare
of our nation.” The memorandum argued that “participation of all-
kinds of students in bilingual education programs is a way for the
worlds of foreign language instruction, bilingual education, and
education for international understanding to come together as part
of &’ general improvement in American education.”

The memorandum also sought to dispel the “pemnicious and
pervasive™ myth that “bilingual education serves only to develop
non-English skills of minority children and does not ensure com-
petence in English. .. Programs must emphasize the importance of
competence in both English and other languages if they are to be
effective in the national quest for language competence.”

The memo went on to criticize the “this far and no farther"
characteristics of transitional bilingual education programs. "This
attitude might be sensible if our public policy were to enforce ig-
norance of foreign languages as a basis for national unity, but from
the point of view of a language-competent America, it is foolish.” It
suggested that even maintenance programs do not go far enough,
that the non-English language skills students bring to school need
to be developed as well. Consistent with that view. the memo rec-
ommended that bilingual programs be expanded to include English-
dominant students also. This position: was supportad by the Edward
W. Hazen Foundation, which funded the conference where the pos-
ition paper was developed.

Obviously, many prestigious organizations and individuals—
two-thirds of a nationwide sample surveyed by Columbia Univer-
sitv—believed bilingual instruction was a sound educational ap-
proach. It made sense, they argued, not only to teach in a lunguage
in which students could function but also to match teaching styles
to the learning styles of students: bearing in mind that the needs
of the learner should take precedence over the needs of the v-acher.
thus teaching was subordinate to learning. They suggested tiaing
the learners® strengths to teach them instead of using their weak-
nesses to alibi non-education.

The bitingual methodology, its a-dvocates insisted, was both
philosophical and practical: it was at once sound in thec.” and
worka! "+ in fact: it yielded pusitive learning results in both the
$ if, could be a vehicle toward
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cqiial educational opportumnity: itowas, in fact. in the national
interest, Supporters ol hilingnal cducation proposed it as a morc
humane and enriched schootexperiencee for children of limited Eng-
lish proficieney. Its strengths were psychological as well as
linpuistic, they said, for it provided a means toward the development
ol a harmonious and positive self-image.

Critics of hilingual education ustally did not dispute any of
these claims, but they seemed interested in one single criterion: th:e
program’s effectiveness in teaching Englislequickly. If English proli-
cieney was not being achieved i a hurry. many education pol
icviakers {elt the progranm wis a disservice to the children involvec.
A repart by the Twentieth Century Fund Task Force on Federa!
Eeneational Peticy said that bilingual cducation perpetuated dis-
crimination and urged the Federal government to support Engtish
imniersion programs tor LEP students, Some bilingual cducators
cautioned that immersion (often labeled the “gink or swim’ -
proachy condd lead to “drowning’—and often did.

Bt by and large. most hilingual program specialists iad G
gquarrels with whatever methodology was used to teach ESL as kg
o the children's education did not have to be postponed uyii they
became proficient in English. If a particutar ESL approach proved
dvstunctional, most cducational leaders agreed that revisions would
bhe in order. Instead, however, critics werc rrady and eager (¢ =rrap
the entre concept,

AS GENERAL EDUCATION GOES . ..
SO GOES BILINGLAL INSTRUCTION

A nore tempered philosophical approach was used i other
astects of cducationai seform, A one and @ half vear study by the
~ational Commission on Bxcellenee in Education, a blue ribben
panel.a mointed by Secretany Beli, warned that the educaticnal faud-
daricas of Americon society were being croded by @ rising e of
medioerity that threatened the nation's hutare, In cor-firming what
the parents and advocates of minority children hod bes s <aving for
core than 25 years -that their children were receivive an inade-
(rate education dispensed by different school systeis-—the Com-
mission's report concluded that it an unfriendly foreign power had
attenapted 1o iimpose upon Americans the mediocre educational per-
farianee that existed i tee United states, “we might well have
viewed it as an act of war™"

The panel oftercd speilic recommendation.: o clevating the
Guality o American cducation to the level necessan to maintain the
Baticn i a position of global leadership. Naturally, none of the
reconnendations snggested discarding ihe whole idea af providing
A torinal edueation: b experienee for Anerica’s youngs'ers, Indeed.
a0t even the most aidacious would have expected st i a drastic
mensure o he serionsly considered.

Bitingual education advocates were asking for the same logical
consideration. I would stand to reason. they argaed. that if a par-
ticular bilitigread-project- was. not producing s desired resulls, re-
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sponsible and caring  administrators and polievimakers would
look for specific progranuuatic flaws and proceed to correet them,
rather than resort to the burcaucratic equivalent of euthanasia.
Problems in bilingual education could result from  ill-designed
and or poorlv-implemented programs, budgetary starvation, un-
qualificd or inexperienced personnel, overextended staff, inadequate
materials, poor leadership, kax monitoring, missing, accountability.
token parental involvement, hostile attitudes, poor image, low pri-
ority status, general kek of support, or a dozen othier valid reasons,
Any one of these variables could hurt a program: in combination,
they could be lethal.

Thomas Carter of the University of Catifornia at Sacramento
studied three effective bilingual schools in California with large
populations of children of Mexican deseent, using school achicve-
ment as the principal eriterion for judging “success.” He found that
effective bilingual schools had many of the characteristics of effec-
tive schools i general: school environments were safe, leadership
wis positive andd olten informal, academic goals were stronger, and
progress toward these goals was monitored regularly.

However: stalt at effective bilingual schools had some charac-
teristios that had nor been commonly discussed in the literature on
other schools:

o Onlv two percent of the statt aceepted any aspeet of the notion
that deprivation Jimited student learning,

o Most stalf understood what living in poverty meant in the lives
ot children and adnlts,

o The staft demonstrated o high sense of professionatism and be
heved that what thev did made a difference.

o The stat! understood that school improvement was not an event
bhut a process of working together,

Dr Carter suggested that providing more consistent support
~erices would Tacilitate school inprovement. He relerred to the
“change agent” literature and suggested that technical assistance
he provided in the context of the tocal culture, Sueh help would be
eltective i it were directed 1o a need and if new solutions were
adv quintele presented. showed more promise of reward  than
previons practices, and could he taugho

I addition to legitimizing the complaints of most low-income
tamilies regarding the mission of education. the Commission on
Excellence also supported them in another area, While agreeing that
Ste and local ofticials have the primeary responsibility for financ-
ing and governing the schools, the Commission recommended tha
the Federal government help meet the needs of key groups of stu-
dents, such as the sociocconomically disadvantaged and language
minorities, antong others, One of the weaknesses of American
cducation cited by the Commission was foreign language in-
competence, Since achieving proficiency in a foreign language ordi-
narily required from four to six vears, the Commission reecommend-
ed that foreign language study be started in the elementary grades.
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NEED FOR LANGUAGE POLICY

Around the same time the Comiission’s report was issued. The

College Board was emphasizing the inportance of students having
Familiarity with a,foreign language in addition to mastering basic
skills, The widely-respected Board said all college-bound students
shoutd be able to—at least—hold a simple conversation in a foreign
Eanguage. These recommendations were in complete agreement with
The Paideia Proposal. which stateck

I addition to competenee in the use of English as evervone's
priveay language. basic sehooling should confer a certain degree
of faeilitv in the use ol a second Tanguage, open to elective choiee 't

it hardly made sense to advocate for everyone in the United
States having a sccond language and not to see the logie ol helping
those who were already able to funetion inanother language to keep
and to develop that ability, Most people agreed-that a clear language
policy for the United States was urgently needed. but they disagreed
on what the poticy should be. Uniformists believed it should call for
Enetish as the only tanguage of the United States. and insisted that
evervone shoubd adhere to that poliey. Pluralists pointed out that
when other countries—in efforts to "unify"—insisted that all their
citizens conform to a single national eultural standard. the results
had led to civil wars, revolutions, or mass emigration. They added
that to preach democracy our way or no way was not only arrogant.
but an absurd contradiction of terms,

Phiralists proposed instead a policy by which al Americans
would speak English as well as other fanguages ol their choice.
Toward this goal of multiple language competence, advocates saw
the role of bitingnal education as both a vehicele to meet the English-
Lnanage training needs of language-minority children. and as a
possible means of teaching English-language-background children
a second language,

Regardless of which policy were to be adopted. it bilingual in-
struction were accepted as a viable approach for educating a signifi-
cant segment of the school population. it should be made an integral
and permanent part of the school system. 1t needs o interact par-
tienlarly with foreign language. vocational. and special education as
well as other curricular arcas, It cannot survive long as an adjunct
program which bears close resemblance to makeshift measures in-
tended to meet only transient neceds, Neither can it survive as a
“snccial” program for @ minority group. It desperately needs the
~upport of the wider community as part and parcet of the total
cducational system,

Obviouslh then, those concerned with educational equity for
national origin linguistic minorities cannot limit themselves to cur-
riculum  development, classroom  management. and other
pedagogical considerations. They must seriously consider the im-
puct that these programs will have upon the educational process
and the rest of society and vice versa. the implications of the prevail-
ing socictal attindes and political elimate upon the programs.
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POPULATION PROJECTIONS

e 1f the-history-of hitingualedaeition in the United States is an

indication of its role in the nation’s future. it is unlikely that bi-
lingual instruction will disappear from the American scene. Demo-
graphers were projeeting that the non-English language back-
ground (NELB) population in the United States would increase from
thirty million in the carly 19805 to forty million by the year 2000.
The Spanish-speaking alone were expeeted to account for nearly half.
of that total. withi the highest concentrations remaining in Cali-
fornia, Texas, and the New York City metropolitan area.

The number of LEP children was estimated to increase by near-
Iv one mitlion by the turn of the century. Almost all was expected
to be Hispanice, Hispanies were, in fact, expected to surpass Blacks
as the nation's largest minority group during the first or second
decade of the 21st century. Statisticians were predicting that His-
panics will total 17 mitlion by then, compared to <44 million Biacks.

As this book was being written, Hispanics were collectively the
voungest of the three major groups in the US. they wer. having
the most births per capita. and they accounted for the largest share
ol innuigration, The Hispanic median age was 23, compared to 25
for Blacks and 31.5 for White Anglos. There were an average of 2.5
births per cach Hispanie woman compared to 1.8 for other women.
In acdition. Latin Americans had constituted approximately forty
percent of the immigration since 1960--not counting illegal immi-
gration.

The emergence of Hispanies as the dominant minority was
expected to result in dramatic changes in the way Americans sce
themselves, whae  they  cat. the  television  programs  they
watch—possibly even the language they will speak. More TV shows
will deal with Hispanic experiences, will feature Hispanic per-
formers. will be produced by Hispanies and will be closed-captioned
in Spanish, The nation will see an increased importance of Hispanic
holidays and of bilingualism. While the assimilation of Hispanics
into the American society is inevitable, their culture will survive
whether they want it to or not. Educational planners. obviously, will
need o tind ways to meet the bilingual education needs of this
growing Hispanic clienteie,

However, the munbers of NELB and LEP Hispanics should not
mask the needs ol other groups, The very high LEP rates among
smaller groups, such as Vietnamese. Navajo, and Yiddish. must also
be considered by edueators in geographic arcas where these groups
arc concentrated. ’

An important caveat is in order: just as past projections could
not forsee and take into account phenomena that later affected
geographic concentrations of LEPs in untold ways, such as the
increasing Cambodian refugee influx, the massive Cuban sealift
operation, the determination of Haitians to escape an oppressive
regime. or the unanticipated groups of exiles from Central America,
current projections could not possibly predict unexpected develop-
ments in immigration which would certainly affect the future NELB

275



268 ' Diego Castellanos

composition in the LS Demographers could not address the ques-
tion ol illegal immigration of undocumented aliens, because their
muanbers and their rate of flow into and out of the United States
have been indetermiinate, Neither could they predicet what would
happen with Puerto Rico. as the istand debates whether it should
hecome the 51st State of the Union. '

'

Projections for the 21st Century of LEP Children
Ages 5-14 by Language Group*''

Language Year 2000 Language Year 2000
Spanish 2.630.000 Navajo 28.100
ltatian 109,600 Polish 27.700
I'rench 102,900 Portuguese 27.500
Germnan 102,600 Yiddish 26.000
Filipino 38,300 Japanese 15.300
Chinese 36.200 Korean 1-£.100
Greck 30.600 Other LEDP 162.700
Vietnamese 28.700 Total 3.400.000

TWO WORLDS

This. in faet. is one of the problems encountered in the process
of recording history. No sooner do the printed words appear on
paper than new developments occeur which change the course of the
historical account the author is attempting to capture. The history
of bitingual edication had not ended @t the time this book was “put

Cfo bed” Even as vou read this, events have probably occurred which
might have altered some of the information given here. It is leflt up
1o the reader to continue—of vou are so inclined—to trace the
dyvnamices aftecting the evolution of bilingual education: in the Unit-
cd States.

The Bilingual Education Act (Titde VII ESEA) was due to expire
in May 1981 The main concern as this book goes to press is not
whether Title VIIwould he reanthorized. but rather that the coneept
of bilingual education would be adulterated beyond recognition. In
14953 the Department of Education sent to Congress a new set of
leeiskitive amendments to the Act. which included most of the
provisicns encompassed in the Administration’s previous bill. 1t
proposed the elimination of native langnage instruction and altowed
the Department to fund whatever educational approach a school
district believed warranted. so long as the approach was designed
to meet the special educational needs of LEDP students and could
he jnstilied as appropriate by the school district. No one knows for
cortain at this point in time what will be the fate of Title VI in
particular or bilingual education in general.

One parting thought may be appropriate. Americans demon-

st Al an-ext raordinarily-vasellish generosity-toward-the-people-of—
other nations—even those, Iu,(‘x have defeated in war—but demon-
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strate inordinate intoleranee toward these same people when they
become part of America. Ironically, they subject the newcomers to
the same indignities. even the same pejoratives, that were hurled
at their. own ancestors,

hinmigrants come to the United States for a variety of recsons
with one commonality: 10 somchow improve their lot (whict will,
concomitantly, improve America). These reasons may be ecor, mic,
political, or personal. They may come to be with relatives and dear
ones who reside in the US. In the vast majority of cases, the single
push factor that caused their emigration does not necessarily mean
that their homeland is a total zero and has nothing whatsoever
worth preserving, There are relatives and friends with whom they
desperately need to keep in touch, ‘there are precious memories,
litestyles, food., clothing, songs, prayers, culture, and language. Must
they be completely stripped of their valuable heritage as a condition
toward the fulfillment of their aspirations for a better life or will they
be as fortunate as to be able to choose the best of both worlds.
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of Speecly,” Journed of Specch Hearing Disabilities (1942). pp. 2205-49.
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Llovd S0 Tivenun, Teaching Spanishespeaking  Children (Al
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Realing: A Trearise i the Soctologyy of Knoteledge (Garden Uity NY:
Arnchior Bonks. Doubleday and Co. 19661 pp. 11334
Jensen. CChildhood Bilinguatisn.”
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e~ S Coleman, FEquality of Feucationel Opportunityy (Washing:
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et faeas, “Tierto Rican Dropouts in Chicago: Nunbers and Mo:
voation cited meolask Forec on Edueation, “National Rescarch Project
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Dheeo Costellanos, The Hispanie Experience in New Jersey Schools:
Ant [sstie Paper ona Topical Subject in Education, second ed. (Tren
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Bilingual Education, 1967. p. 602.

280

D00




O

ERIC

Aruitoxt provided by Eic:

223.
224

The Best of Two Worlds 279

LN DS TR

Pos s Coneress, Horese Hearmes one Bilingual Education, pp. 15,
Seiator Walter 1 Mandale (D MN) “Education for the Spanish
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(D.D. Call 19714,

- Hare v, Community School Boared of Brooklya, NYC School District

%21, 383 F. Supp. 699 (EDNY.). affd. 512 F.2d 37 (2d Cir. 1975).
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32 FSapp. 599 (S.D, Texas, 1970).
- Ross v Eokels 168 F 29 649 (5th Cir., 1972); and United States v.

Texas Education Agency (Austin 1) 167 F.2d 848, 870 (5th Cir. en
bane, 1972) 0 and FEeans v, Buchanan 416 F, Supp. 328, 349 (D, Del.
1976),

- Uriited States v Texas, 321 F, Supp. 10-R3 (1970), supplemented by

S0 Supp. 23850 aff'd 117 F2d LD (5th Cir) application for stay
denied sub nom. Edgar v, U.S, 301 US, 1206, 92 S.Ct 8, 30 LEd. 2d
1O 1197 1), cert. denied, 101 US 1016, 92 S CL. 675, 30 LEd. 663
(1972).

- Greenv. New Kent County Board of Education, 391 US. 130, 88 S.CL

1689 20 LEd. 2d. 716 (1964).
United States v, Texas, 312 o Supp. 24-27 (E.D. Tex. 1971),
Edwin Yourman, Internal IIEW Memorandum to St. John Barrett

(April 10, 1970).
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Al doseptny Indians Today aned Then Fighe tor Survival.” Cic
Kighis Digest. vol 1nos 3 (Fall FI68) pp. 0.3

Joanes Wilsor, CVanishing Native” Chdl Righus Digest. vol. 20 ne |
(Winter 19649 pp. 1

e Reghis Digest (Winter 197000 ppe 19 21

Robnek, “Compelling Case”

leamon A Crog, “The Viegeney ol Bilimgoal Bienloeal Education for
Proerto Rico.” statement of the Seeretiny of Education of Puerto Rico
hetore the General Subeommnittee on Education of the U.S, House of
Re prosentatives (Washington, D.CL March 190 18971, pp. 113,
Vievcan Amenean Education Series, Report 1 (Washington, D.C
'S Conmssion on Civil Rights, May 1972).

Wallnee 1 Lambert and G Richiard Tucker, Bilingual Edueation of
Chuddzere The St bambert Stuedy (Rowles, MA: Newbury House, 1972).
s C Rotherg, “Some Legal and Research Considerations in Estab-
Lislung Federal Poliey in Bilingual Edneation.” Harvard Educational
Kevicne, vol 52 nas 2 (Mav 1982) p. 159,

Fonwrence Wright, “Bilingual Education.” Race Relations Reporter, vol.
Lono 17 (September 1973) po 1L

See Wil 1 Johison, “The Constitntional Right of Bilingual Chil-
dien to an Equal Educational Opportunity,” Southern California Lawe
Reveen, A7 11974), p. 981

g on Usig EEA Aid? Educauon Funding News, 22 1972). p. 7.
“Fapertise m Packaging Fands” Education Funding News, 10 (1972),
p s

Stisan Citlhert schiender, Rerolution, Reaction or Reform: The 1975
Bilingual Edueation: Act INew York: Las Americas Publishing Co.
19764,

I Ned seclve aned Ko Balasubramanian, “Acconntability in Educa-
Ootal Relorm Programs Throngh Instrumentation Analyses and De-
<ien Variations, Evaduating Cognitive Growthin Hlinois Bilingnal Pro-
prants, 1972 737 paper (b pe 1

1H CFRISHASC).

Roots of America IWashington, D.Co National Edncation Association,
1975). . 20,

Alex tHalew Roars (Garden Citv, NY Donbleday and Company, 1976).
Crane 1L and Peter Go Norback, comp.and Ll TV Guide Almanae (New
York: Ballantine Books, 1980), p. -103.

Noawey Coborian, “The Dving Dialeet and the Role of the Schools: Eas
Sutherlid - Gaclic and - Pennsvivania Duateh” in bernational
Dintensaons of Bilingual I2dvcation, ed. James E. Akuis (Washingo:
D.C. Georeetown Universite Press, 1978). pp. 61852

This phenomenon was the subject of 4 poignant motion picture star
ring I Wallach, "My Father the Fool” :
Wil A Katz, “Minoritios in American Histony Texthooks,” Equal
Opportunity Revicwe thane 1973 ppe 1L '

HRTOLH, 1964,

Naney Seifer, Edocation and the New Pluralism: A Preliminary
Surver of Recent Progress in the 50 States, paper. (New York: National
I'roject on Ethnic America, 1973).

Melvin Senlt, "Stmmany of a Survey of Ethnie Studies in the American
Schonls,” prepared for Hlinois Consultation on Ethnicity in Education,
Mav 17, 1972 (New York: Natioual Project on Ethnie America. n.d.).
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Ricardo Othepny, “Thinking About Bilingual Educiation: A Critical
Appraisal” Harvard Edueation Reciew (August 1982), pp. 302-303,
Nocl Epstein, Language, Ethnicity and the Schools, p. 3.

Castro, "Where Two Paths Cross.” p. 6.

127 1.2d 904, .

Brown v. Board of LEducation,

Cal. Edue, Code 812101, 71 8573,

Lawe. v. Nichols, 41 US 563, 39 L. Ed. 2d 1 (1974).

Serna v, Portales Municipal Schools, 351 F.oSupp. 1279 (D. N. Mex.
1972), alp'd 198 F2d 1147 (10th Cir. 197-1). ‘

- BooLevin and PO Moise, "School Desegregation Litigation in the

Seventies and the Use of Social Science Evidence: An Annotated
Guide” Law and Contemporary Problems, 39 (Winter 1975). p. 116,

- Aspira of New York, Ineo v, Board of Education of the City of New

York, 72, Civ. (1002 (X.C. N.Y. Sept. 20. 1972).

Consent Decree (S0 NY Aug, 29, 1974,

Title VII of L. 90247,

ULS.CO 7030 (Supp. IV, 1974,

Torres v, Sachs, 73 Civ, 3921, S.D.NY (Julv 25, 1974).

Pucrto Rican Organization for Political Action v, Kusper. 490 F. 2nd
575, HBRO (7th Cir, 1973),

A2 ULS.CL819730(D0)(1976).

Ihid 5197300 1al3)(1976). The language minorities covered under the
actare American Indians, Asian Indians, Alaskan Natives, and persons
of Spanish heritage.

7. hid, $1973bi0CH and 19730 1ae)(1976). The statute requires “the

Jurisdiction to decide what materials must be provided in a minority
language. A jurisdiction required to provide minority language ma-
terials is only required to publish in the language of (he applicable
kg rinority group materials distributed to or provided for the
use of the electorate generally.” 28 C.FR §55.19(1980).

Ihick. SIO73HMNEH, 197304 Tale)(1976).

Henne Der, “Bilingual Elections: Affordable, Needed, Manageable,” Per-
spectives (Summer-Fall 1981), np.

Otheguy, “Critical Appaisal.™ p. 314,

Rafferty, “Hoax of the 80's.”

Kloss, American Bilingual Tradition. p. 84

Ortheguy, “Critical Appraisal.” pp. 302-303.

Samuel Betancees, “"Puerto Ricans and Mexican Americans in Higher
Fdueation,” paper presented at the National Conference on Enterging
Problems in Higher Education, St Louis, October 17, 1973,

. Lawrence Egan and Ross Goldsmith, "Bilingual Bicultural Education:

The Colorado Suceess Story.” in R Garcia-Moya, ed.. Center for Bi-
lingual Multicultural Education Research and Service Monograph
Series Volume I No. 1 (Boulder, CO: University of Colorado. 1981).

76. Michael Madrid, “Indochinese in America—A New Minority,” Bi-

277.

278.
279.

280.

Alingual Journal, vol. V. no. 2 (Winter 1980):; and DT, Phap, “The

Indochinese Refugees Part I Cultural Rackground.” IDRA Newsletter
(March 1980}, pp. 1--L

Noam Chomsky, "Review of Skinner's Verbal Behavior,” Language. 35
(1959). pp. 26-58.

Chastain, Second Language Skills.

Tran Trong Hai. "The Cognitive Approach to Language Learning.”
IDRA Newsletter (May 1978), p. 9. '
I, Genescee, "Schools. Bilingualism and Mulé’c§lgralism." mimeo
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DMontredd etiactional Serviees, Phe Protestant Sceliool Board of
Coeater Moutveal, 19770 pp 1725
HEoBanh and M s ooy grade Freneh mmersions ineac Ui
hoeoad Enehsh Canadian Setnimg: Phe Toronta Story Through Grade
20 Canadian dournal of Education (1976}, pp. 3968 1. Genesee, B,
Pohehy and MoStnley, “An Experimental Frenel Inimersion Program
i the Secondany Sehionl Level - 1969 1o 19717 The Canadian Mocdern
Langueage Rervew (197750 1 Genesee and 15 Polich, “A Longitudinal
Ivaloanion of an Farlv Freneh Inunersiont Program,” paper. (Montreal:
e Protestant School Board of Greater Montreal, 19775 WE Lamibert
and GG Taeker, The Bilingual Education of Children: The St
Lambert Experunent (Rowlev, MA: Newbury House, 1972): CE Meln-
s and FLEL Donoghue, "Researeh and Evaluation of Sccond Language
Procrams” paper (The Carelton Roman Catholic Separate: School
Hoards, 1976,
o Bhown, ¢ Cazden, e UL Bellugi, “The Child's Grammar From |
to 1L T fedy The Minnesota Symposinne one Child Psy
chologu, vol. 2 (Minneapolis: Tinversity ol Minnesota Press, J968).
A Cohen, "The Culver City Spanish Immersion Program: The First
Pwo Years” The Modern Language dJournad (197-1). pp. 95-103.
i Rand, Bidinguead Neres, vol 1, no. - (Novermber-December 1976).
W Lamnhert, “The FEtteets of Bilinguadism on the Individual:
Cocniove and Socio coltural Consequences.” paper presented at the
Ihitersanional Conlerence on Bilingaalisn, State University of New
York, Plateshureh, Mareh 12 13, 1976,
Chess & Assacites, e Final Eraluation Report forthe 1975 76 San
Do Schiool Dristrict Title VI ISan Diego: San Diego Unilied School
Iisiner, 19761
T Comnms, “Cognitive Academic Language Proficieney, Linguistic
Interdependenee, the Optimal Age Question and Other Matters”
Working Papers on Bilingualism, Noo 19 (1979).
FoGenesee, GIU Tucker, and WD Lambert, "An Experiment in I'ri-
hngnal Education: Report 3.7 Psvehiology Department MeGill Univer-
sy, October 1976 (mimcographed): and F. Genesee, B Schneider, GR,
Tucker, and WE. Lambert, “An Experiment in ‘Trilingual Education,”
e Canadian Modern Language Review, (1976)0 pp. TES- 128,
Bernoad  Cohen, Models aned Methods jor Bilingual  Education
tHimehuon, MA: Teaching Resources Corporation. 1979), pp. 59 63,
e Linguistic Reporter. voll 18 nos 8 (April 1976). pp. 5-7.
Altredo Mathew. . "What Are the Perceived and Particular Problems
and Needs of Students Whose Background is lispanice in the De-
segregation Process?” Paper presented at the National Conference on
Descarcgation and Eduacation Coneerns of the Hispanie Community,
Washington, D.CLJune 26 28, 1977,

.. sprech betore the Seeand Anmial Conterence on Bilingual
Fadncation. Quated by Albert Shanker, “Urgent Need for Bilingual
Fducanon” New York Times (June 180 1972).

S Jose A Cardenas, “Bilingual Education, Segregation, and o Third

Alternative,” Inequaldity in Edacation. 19 (Februany 1975), np.
Sarah Melendez, speech at the Hispanice: Desegregation Familiar-
ization Conlerence, Livingston, NJ. September 26, 19818«

. Josne Gonzalez, Selected Issues and Concerns of Hispanice Education

Within the Context of Brown and Law: Segan se ven desde aca .7
paper presented ar the National Conterence on Desegregation and
Fducation Concerns of the Hispanie Connmunity. Washington, D.C.

June 26-28, 1977
f? . '
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Betances speech o Thspame Deseeregation: Familiarization Cone
lerencs:

v Toevas B2 b Sapp 200 29 30041y Tex, 19700, affid. 366 F.
2518 {Bth Cir 1972

s Wearerbury, aind Morgan v Kerrigar,

Prans e Bachanan, 116 T Supp. 3258 1D Del. 1976), maodifiod and
clE LN 2 2TE sed il cent dentied, 331 TLS. 880 (1977).
Morgour v Kerrigan,

Ketpesy School Distroct Noo L Dernver, 380 1 Supp. 673 (D, Colo. 19741,
atfdvepart rer’d in part. 521 F200465 (10t Cire, 1975), cert. denied
423 S0 1066 (1976).

Noboa, Hispanic Seqregation Trends,

Oreroc Mesa Caonnty Valley School Distrier No, 51,408 F. Supp, 162
1 Colo, 1975) vacated o other grouncds, 568 2d 1312 (10th Cir.
TOT 4701 Supp. 326 (0. Colo. 1979) [claim of diseriminatory hiring
practucesi alfd 6525 F2d 1271 (10th Cir. 1980).

Roberta Kanariek, “The President's Message,” NJTESOL NJBE News:
tetter DMarch 1978), po 1L

Michach Ohvas, “lntormation Inequities: A Fatal Flaw in Parochial Aid
PLins” was 1o be published in 1981 in the Journal of Law and
Fducanon and i “Governments Role in Nonpublic Education.™ by
Notre Dame University Press,

Iditorial, Newe York Times (November 22, 1976).

Fhe Lingutstic Reporter (January 1977), np.

Anna Phl Chamot, "Study on Linguistic Assimilation.” Forum, vol. 111,
no SH{October 19850} pp. 3 and 7: and CalvindJ. Veltimarn, “The Assimila-
ton of American Language Minorities: Structure, Pace and Extent”
(Washimgron, D.C: National Center for Educational Statisties, Depart -
ment of Education, 1974

WEVETV, "Pucrto Rican Panorani” May 15, 1977, Richard Brown.
Lawrence Wright, “The Bilingual  Education Movement at the
Crossroads” Phi Delia Kappan (November 1973), p. 186,

AMichael Olivas, “The Condition of Hispanic Education, IDRA Netes-
leter (October 1982), p. 5.

2o Heidi Dulay. et al, "Why Bilingual Education? A Summary of Re-

scarch Findings” Poster. (San Franeisco: Bloomsbury West, 1976).
Laratne Testa Zappert ard B Roberto Cruz, Bilingual Education: An
Appraisal of Empirical Research (Berkeley, CA: Bay Area Bilingual
Educanon Leagne Lau Center, Berkeley Unified School District, 1977).
See NLCCDube and Gilman Flebert, “Evaluation of the St John Valley
Title VIT Bilingual Education Program, (1970-75)" (Madawaska, ME,
IO75H) (Duplicated.) Also, Wallace E. Lambert, 11 Giles, and O. O. Picard.
“Language Attitudes ina French-American Communin.,”™  Inter-
national Journal of the Sociology of Langnage. vol. -4 (1975), pp.
127 152: also, David Veilleux, “A Survey of P'rogram hinpact of the St
Jolhn Valley Bilingual Education Program 1970- 1977, (Madawaska,
MEL 1977) (Duplicated,)
Macario Saldate and Shitalia Mishra, “Cognitive Benefits of a Spanish-
Enehsh Bilingual Education Program,” paper presented at NABE Con-
ference, San Juan, PR, 1478,
Rudoll €. Troike, "Research Evidence for the Effectiveness of Bilingual
Education™ (Arlington. VA: Center for Applied Linguistics and National
Cleanmghouse for Bilingual Education, 1978), p. 5. (Duplicated),
Bilingual Education: An Unmet Need: Report to the Congress by the
Comptroller General of the United States (Washington, D.C.: Super-
intendent of Documents, 1976). —
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et nsnnnes tor Researeh, “Evahition of the npact of ESEA
Pile VR Spanusde Englhsh Bilingnal Education Progrom,” Volunne |
(rado Alto, Aneniean nsatutes for Researci, March 1978), (plate 180
ol ERIC copyv), p. V17,

Fightv five pereent in vrades two, three, and four.

Ancrican istiiutes for Research, Final Report (March 1978) pp. -4
17

Jowe Cardenas, The AIR Eraluation of the mpact of ESEA Tide VI
spanish Englisiv Bilinguel Feucation Prograoms: A IDRA Response
(San Antonto. Intercultiral DBeveloprent Rescarch Associtation, June
19771 p.o

GRe 11 Grade 20 70% in Graade 30 71% in Grade L 81% in Grade 5,
aned 720 Grade 6. See AIR Stady, p. 10,

Herdi Dulayv and Marina Burt, “Bilingual Education: A Close Look at
[t~ Effects” Focus, 1 (1979).

fracy O Grav and M Beatriz Aras, “Challenge to ihe AIR Report”
Aarhinoton, VA Centes tor Applicd Linguistios, 1974).

Aichael Sernvers “The Methodology of Evaluation” Perspectives of
Curriendum Evaluation. eds. Ralph W Tvler, Robert M. Gagne, and
Michacl Serven. AERA Monograpl: Series on Curriculum: Develop
ment (Chicago: Rand MeNally, T967).

11 evaluated by Beverly MeConnells had been validated by JDRP in
LO75 noeder the tide “Training Migrant Paraprofessionals in the Bi-
bneoal Mo Head Start.”

Pever v MeConneli, “Does Bilingual Edneation Work?™ Bilingual Re-
cources. vol B0t 2 (T980), pp. 23 27,

1 Rosier aned M. Fiaoellin, “Rock Point Bilingnal Education” TESOL
uarteriy 11976), po 1o,

Troike, “Rescarch Evidenee”

Frank del Olmo, “The Invasion of Hleeals” Race Relations Reporter
vol 1onos 17 1Seprember 197350 pp. 20, 2223,

o Edieation tor Undocinented Childien, MALDEE Newesleiter. vol X

no. b Fall 19800, po L

Doe v Pliyler 628 F2nd, 1180 151 LS 968,

Serr NANCE v Batton, 83 5.0, 50 (1963): ol NAACP v Allabama ex.
e Flowers, 12 L ED. 2d0 325 (i),

Herbert Tenelbom arkd Riclard I Hilter, “Bilingual Edoeation: The
Leoal Mandaie” Harvard Educational Pevieu, vol. 17, no. 2 (May
1977 pp. 158 54O

Rioo v Iveadd, 75 Civ, 296 (E.DNYL Jan 1L 197700 (Memorandun of
Deciston and Order): 733 FRD. 539 (B.DNY. 19775, 400 F Supp. 1.1
(EDNY 1978)

Cintron v, Brenneood S nion Free School District. AS5 FoSupp. 57
[FE.DNY. 1978),

Castancda v Pe kand 648 F 2l GRY.

Northarest Arctic v Califano, [Consent decree, o (78,

Phes saate of Civil Rights: 1977 (W shington, D.C ULS. Connnission
an Civib Rights, Febroane 1978) pis 8.9,

“Chiedren's Enelish and Serviees Soady” condueted by the National
i=titnte of Fdoeation with slores support (ron the National Center
for Education Statisties and the 1S, Office of Education.

P.L. 95 561, :

Alan Prier, Bitingual Education and the Hispame Challenge (INew
York: Carnegic Corporation of New York, 1979).

ol Shmon, “Battling Lasguage Chanvingsm,” The Bilingual Journal
(Summer 1978), p. 10, '
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Junes A Perkins, ot al Strength Through Wisdom: A Critique of U.S.
Capability, A Report o the President from the President's Com-
nussiorton Foretgn Languages and Interneational Studies (Washing-
ton, D.C: Government Printing Office, November 1979).

Garae v, Gloor, 168 F.2d 264 268, & 272 (Fifth Cir. 1980). Sce also
Saucedo Brothers Well Service Ine, 464 F. Supp. 919 (S.D. Tex 1979).
Fnglish speaking rule was not based on business necessity and was
evidence of diserimination.)

Ihe Washington Post (February 7. 1979), p. A22. See also the De art-
ment ol Defense order requiring the use of English in San Juan and
s subsequent rescission. Dept. of Defense, MEPCE-SJU, Memoran-
dum. "English Speaking Policy”™ (Mav 13, 1981): “Spanish Again Per-
mitted at Army Entranee Station.” € «wn Juan Star (July 24, 1981). p.
1.

Martin Lather King, Jr. Elementary School Children v. Ann Arbor
School Board., Memorandum Opinion and Order (Civil Action No.
7 71861, US. District Court. East District, Detroit).

- RO Newell, "Giving Good Weight to Black English.” Perspectives: The

Ciril Rights Quarterly. vol. 13, no. 1 {Spring 1981). p. 29.

- See Schools and Civil Rights News, vol. 3. no. 17 (August 23, 1979);

and “Federal Judge Postpones Use of Competency Test for Gradu-
ation.” Phi Delta Kapparw vol. 61, no. 1 (September 1979), p. 4.

-3 CFIL P 538,
-8 USCOI522(d) Immigration and Nationality Act of 1980 (P.L.

96-212).

362, 15 CFR Pt 100,

354,

355.
356.

357.

358.

362.

- “Haitians” Rights Violated by US. Government.” Committee Report. 38

(July 1980). pp. 4 and 8,

Haitian refugee George Fouron staced on television that the Haitian
government traditionally waits to find out the amount of foreign aid
it will receive from the US. every year before determining its own
annual budget. WPVI-TV. "Puerto Rican Panorama.” Oclober 4, 1981.
P.L. 96-122. g

David 5. North and Marion F. Houston. “lllegal Aliens: Estimating
Their Impact in the United States” (Washington. D.C: Linton and
Company). 1980.

Wangv. Inunigration and Naturalization Service, 622 Fed.2nd. 1341:
602 Fed.2nd. 211 (9th Cir. 1972).

American Indifin Policy Review Commission, Final Report. Volumes
I and 2 {Washingtlon. D.C.: US. Government Printing Office. 1977).

- W. L. Chale, "Estimates Regarding the Present Speakers of North

American Languages.” nternational Journal of American Linguistics
28 {1962). pp. 161-171.

The Conditivic uf Education for Hispanic Americans (Washington.
D.C.: National Center for Education Statistics, 1980).

- Dropout rates are caleulated in different ways by different schoal

systems. In some cases, it is the percentage of school-age population
not enrolled in school: other times it is the percentage of the total
student enrollment that leaves school during the academic year: or
it may be arrived at by means of longijtudinal studies showing what
percentage of a population sample of first graders actually graduates
twelve years later. There are other formulas used. thus it is difficult
{0 ascertain what the dropout rate actually means.

Although Peru had a total population of 18. million, thirty percent
of it did not speak Spanish. bul Quechua (also an official language)

or Aymara. 28 7
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Pk MOCondasen, T The Poerto Rican Child, in Designs for Refornu
A Cosnipenddian of Matenals on Teaching the Disadrantaged (Tren-
ton. N1 N Jersey Education Assacintion Committee on the Disad-
vantaged nd) nop. :

Fdornate o provided by Carmien Perez. diteetor of the New York State
Departmens of Education’s Bureau ol Bilinguat Education.

G Theanas, Final  Pechnical  Eraluation Revort, Preject
Cerntcoretmos. 1979 1980 School Year (Bishop, TX: Bishiop Con-
wolidaicd Independent Sehool District, July 1980).

1 Rodneies, Crgstal Cing Independent School District ESEA Title VIL
170 SO Bilmgaal Fdueation Final Eealuation Report (Crvstal City,
N, 1980).

1 demetfin 18 Dodd, G Thomas, and M. Brvant Evaluaiion of the
Vencoremos Bilingual Lducation Prograr in the Newe Brauntfels In-
dependent School District (New Brinmtels, TX: Angst 1980).

O ALuties and FoAManzino, Final Evaluation Report. Nuevos
Hor-zomes P Bilingual Program. Scaee Mareos, Texas, 1979-1980
1San Mareos, TX: December TORO) .

Fred G Donke, CBilingualism Biculimralisim me American Education:
A Advenire in Wonderland,” The Annals o) the American Academy
0 iohitecal and Social Science, vol, 454 (March 1981). p. 17-L
Sl DeMburo, The Impact of Bilingual Educaiion on English
Acrsttion in NewsJerseg Clrenton, N News Jersey State Department
of Fdneation, Jannany TO8 1

Rerdolph € Trotke, “Svithesis of Research on Bilingual Education,”
Felucational Leaderstip (M areh 1981, p. 500,

Cirald B Do, Accdemie Achiceement in Bilingnal Edueation
Progreops. 1980 ST (Trenton NJo New Jersey State Department of
Foncation, July [ 1982).

Taceh silver, Bilingnal Education Evaluation Report, Michigan De-
rartiment of Edueation. Reported in B Informe (Spring 1982). p. 1.
Lowsence Foan and Ross Godsmith, “Bilingual Bicultural Edueation:
The Colorade Spceess Stony” NABE Newes: vol IV no, 3 (Jamary
1O%1

Dt provided by the National Assessment of Educational Progress,
iz Boalimaseda, Micnu Herald (1981).

Willn -1 Tikunoff, "An Emeraing Deseription ol Snceesstul Bilingual
istrietion: Exccntive Summany ol Part 1ol the SEIF Descriptive
Stndy” Paper. (San Francisco: Far West Laboratory for Edneational
Research and Development, 1982),

ceter Roos and AL DL Taracido. letters from MALDER and PRLDEF to
toerr constituents lanan 16, 1980).

Department ol FEducation Organization Act. L. 96 S8 (See. 103(h)).
5 ol Davis, Position Paper of the Commonteealth of Virginia at
Public Hearing on Bilingual Education (Chicigo: Septemberti 17,
1s0)

Ceter Roos aad Liz henediet, Tetter to hilinesal conmunity (Auguast
2. 1080 '
1S, Conwioss, House, Report 96 [2:44 (Angnst 21, 1980), p. 112
S.oConeress, Congressional Record (Angnst 21, 1980).

S Congeress, House, Congressional Record (August 27, 1980),

"S Congress. Conunittee Report (September 10, 1980].

S, Congress, Honse, Bill 1867 (September 19, 1980),

S, Congress. Conference Report 1September 30, 19804,
1.5, Congress, Senate, Congressional Record (September 24, 1980),
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U'S Connnssaoncon Cival Kipbies, letrer 1o Sen Bireh Bavhr D INT Cired
e Ciedd Righus Podate 1Oc1ober 1980,

Kicardo Fernumdes, letier 1o NABE members (Sentember 5. 1080y,
“Eroposcd Lan Regulatons Withdrawn,” Foram, vol IV, 1o, 33 OMaeh
1OS T pp. 1 oand 6.

Assoclated Press Report (areh 20195 Incdentallv, Crdo and Hindi
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ADDENDUM

.
»

This is an update on the information provided in
The Best of Two Worlds regarding graduation require-
ments. On page 261, after the second paragraph of the
subchapter entitled "Minimum Competency Tests," add:

On March 7, 1984 the New Jersey State
Roard of Fducation formally adopted high
schocl graduation standards for LEP stu-
dents. To earn a State-endorsed diploma,
all students -~ includinz those who are
TFP -- entering the State's schools prior
to the ninth grade z2re required to meet
full graduation standards, including a
statewide test administered in English
during the ninth grade.

Students who are unable to pass the
graduation test in ninth grade are given
the opportunity to take it again in the
tenth grade and -~ if necessary -- the
eleventh grade. Students who fail the
test in the eleventh grade -- bat satisfy
all attendance, credit hours, curricular,
and local requirements -- may have the
opportunity in the twelfth grade to under-
go a Special Review Assessment (which as-
certains the same academic skills measured
by the statewide ninth grade test) in
Fneglish.

LEP students who enter New Jersey
schools after the ninth grade and are un-
able to pass the graduation test by the
eleventh grade may -~ if they satisfy all
other graduation requirements -- undergo
the Special Review Assessment partially or
entirely in. their native language as ne-
cessary and appropriate. However, they
still have to demonstrate fluency in the
English language to receive a diploma. 290




